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Abstract
The purpose of this qualitative, semi-structured interview, phenomenological
study was to investigate the perceptions of collaboration between a total of 10 special
education teachers and parents of children diagnosed with autism spectrum disorder
(ASD) in the elementary setting.
This study’s data was collected from five special education teachers and five
parents of children diagnosed with ASD. Results from this study revealed that both
groups viewed communication as important to facilitating collaboration. When thinking
of barriers to collaboration, both groups viewed the lack of experience or training geared
toward collaboration relating to students with ASD, whether teachers or parents, as a
hindrance to building collaborative relationships.
Based on the findings, and to help bridge the gap in perceptions between special
education teachers and parents of students diagnosed with ASD in the elementary setting,
The study recommended that educators create opportunities for communication to exist
as well as provide additional supports to families of children diagnosed with autism.
More importantly, creating training for both parents and teachers to be able to work
together effectively was seen as equally important to both participant groups. In addition,
the study recommends that school districts create events specifically for parents of
students with autism, implement professional development that gives educators researchbased strategies to foster collaboration with families in a public school setting.
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Chapter 1: Introduction
At this writing, one in 68 students in the United States has been diagnosed with
autism spectrum disorder ([ASD], Developmental Disabilities Monitoring Network
Surveillance Year 2010 Principal Investigators & Centers for Disease Control and
Prevention [CDC], 2014). ASD is a neurodevelopmental disability characterized by
persistent and sustained impairments in social interaction and communication and the
presence of restricted, repetitive patterns of behaviors, interests, or activities (American
Psychiatric Association [APA], 2013). The number of students diagnosed with ASD
receiving special education services has increased 58.61% from 2007 to 2011 and
26.22% from 2011 to 2015 (U.S. Department of Education [USDOE], 2018). Public
schools and educators have a responsibility to help every child succeed including children
diagnosed with ASD (Foster et al., 2012).
For parents living with children diagnosed with ASD, advocating for their child
presents a new reality in parenthood, often unexpected and with more questions than
answers (Foster et al., 2012). As the number of children and youth identified with ASD
increases, the need for parent and professional collaboration is essential for students’
success (Schultz et al., 2016). Research indicates parental involvement in schools is
strongly linked to better student outcomes relating to academics and participation in
organized groups and having friendships (Schultz et al., 2016). More specifically,
children with ASD are likely to have better outcomes when parents and teachers use
consistent practices at home and school (Azad et al., 2017). Caregivers or parents serve a
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vital role in the education of students with disabilities. For that reason, schools should
undertake efforts to encourage caregiver involvement and to facilitate meaningful home–
school partnerships that will ultimately benefit the students (LaBarbera, 2017). Parents
can provide important assessment, diagnostic, and educational information to assist in
educational planning, goal setting, and effectively implementing treatment (Burrell &
Borrego, 2012).
Legal mandates require parental involvement in the planning and implementing of
school-based interventions, particularly for students with special needs (Azad et al.,
2017). Special education regulations in the United States have provided guidelines for the
active participation of caregivers in their children’s education (LaBarbera, 2017). The
Individuals with Disabilities Education Act (IDEA, 2004), most currently revised in
2004, has specific caregiver participation provisions (LaBarbera, 2017). According to
IDEA, the collaboration between special educators and families of students with
disabilities is both encouraged and mandated (Laura, 2010). Including parents as partners
in the special education and individualized education plan (IEP) process in a meaningful
way is no easy task (Tucker & Schwartz, 2013). Districts have struggled with creating
consistent, collaborative, and successful partnerships with families (Tucker & Schwartz,
2013). Parental participation is one of the six central tenets of IDEA (2004). It has often
been cited as one of the most essential components of the law (Tucker & Schwartz,
2013). The law specifies guidelines and timelines on required participation for parents in
their child’s education.
To ensure student success, teachers and parents must stay informed and maintain
open communication between home and school (Forte & Flores, 2014). The
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communication and connection between the teacher and parents are vital for a child’s
learning (Cheung & Pomerantz, 2012). Parents can share information about a child’s
disability, strengths, and weaknesses, increasing the educator’s awareness of the
disability and allowing them to tailor instruction accordingly (Walker et al., 2012). The
use of regular and effective communication to identify and address a child’s level of
ability appropriately maximizes opportunities to challenge the student with rigor,
enabling them to achieve more (Josilowski & Morris, 2019).
Collaborative practices are the educators’ intentional efforts to create effective
partnerships with families (LaBarbera, 2017). Positive parent-teacher collaboration
benefits educators and students with disabilities (Bezdek et al., 2010). Practices that
intentionally build relationships based on trust and demonstrate an attitude of respect
toward families show how schools build relationships (LaBarbera, 2017). Schools should
welcome parent input and invite caregivers to be full partners in their children’s
educational decisions (LaBarbera, 2017). Collaboration also helps the parent or caretaker
mitigate challenges in the home that may arise (Kayama & Haight, 2014). Teachers can
offer parents support and guidance in implementing strategies at home that are effective
in the school setting (Josilowski & Morris, 2019). Collaboration with the school is of
great benefit to the parents, as it provides them an opportunity to feel supported while
raising a child with autism and staying informed about the best practices in the field
(Lasky & Karge, 2011).
Although several studies on this topic have pointed to parent-teacher
communication inadequacy, more limited research has attempted to understand why there
is such a lack of communication (Azad et al., 2017). One probable reason may be because
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parents and teachers have different perspectives, expectations, and needs that are not
addressed adequately in their interactions (Azad et al., 2017). Additionally, previous
studies have described frequent challenges faced by stakeholders during their
interactions; however, few studies have engaged parents and teachers of children with
ASD directly to understand and characterize potential solutions (Azad et al., 2017).
Educators who work with children with ASD have a significant influence on how
families are active in the collaborative process. Therefore, research needs to explore the
attitudes and practices of those who work with children with ASD and which of their
practices have a more significant influence on parental involvement (LaBarbera, 2017).
Interactions between school professionals and families influence the dynamics of
their working relationships. Parents and teachers should work together collaboratively to
provide what is in the best interest of the students. The phenomenon researched in this
study is the dynamic of collaboration between parents and teachers to provide additional
educational opportunities for children and students diagnosed with ASD. In addition, the
collaboration between both groups may help increase the potential of the child.
Problem Statement
In education today, teachers are becoming more responsible for educating
students with disabilities, specifically students diagnosed with ASD. Special educators
must find effective strategies to collaborate with other professionals and parents to allow
for additional educational opportunities that will help realize the child’s full potential.
Parental involvement and collaboration are essential to academic success, especially for a
child diagnosed with special needs (Schultz et al., 2016. This study investigated the
perceptions of collaborative practices among special education teachers and parents to
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help bridge the gap in differences that exist. Using semi-structured interviews, this
qualitative phenomenological study was used to help schools form better collaborative
practices between teachers and parents of students with ASD in elementary public
schools. With the analyzed research, parents and school districts may be able bridge these
perceptions and create opportunities to foster positive relationships to improve students
outcomes.
Theoretical Framework
Theory, research, and public policy have helped guide the role of families in the
development of children with disabilities. Bronfenbrenner’s (2009) model of ecological
development provides a holistic view of students by acknowledging the multifaceted
influences on human development (Hirano et al., 2018). The Bronfenbrenner model
provides the theoretical framework for research involving relationships impacting the
success of a child diagnosed with ASD. According to Bronfenbrenner’s (2009) theory,
development is a lifelong process that reflects individuals’ understanding of the
environment and their relation to it (Soyer, 2019).
Bronfenbrenner’s (2009) ecological development model (Figure 1.1) shows that a
student is the center of concentric circles representing four levels of systems in which the
student participates or that impact the student (i.e., micro- to macrosystem)
(Bronfenbrenner, 2009). Microsystems consist of people in direct contact with the student
and include family/caregivers, peers, and school (Hirano et al., 2018). The microsystem
is within the mesosystem, which emphasizes the relationships between two or more
settings with which the student interacts. For example, the focus of the mesosystem is the
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Figure 1.1
Bronfenbrenner’s (2009) Ecological Development Model

Note. Adapted from “The Ecology of Human Development: Experiments by Nature and
Design, by U. Bronfenbrenner, 2009. Copyright 2009 by Harvard University Press.

relationship between a student’s home environment and school environment and how this
interaction affects the student developmentally (Soyer, 2019). The mesosystem comprises
the interaction, communication, and coordination among the microsystems including
schools and home (Soyer, 2019). The exosystem includes the former two systems (microand mesosystems ) and consists of system-level issues and federal policies (e.g., IDEA,
2004), the distribution of educational resources, levels of teacher certification/training,
health and welfare services, and neighborhood characteristics (Hirano et al., 2018). The
exosystem is not directly related to the student’s active participation in the environment,
but with the events occurring in one or more environments that affect the student, which
6

leads to various effects on the student’s development process (Soyer, 2019). The last
circle or system is the macrosystem which accommodates all the environments within it
and focuses on the uniformity between the systems (Soyer, 2019).
Bronfenbrenner’s (2009) theory of human development went through major
changes throughout his lifetime (Rosa & Tudge, 2013). In later developments of the
theory, Bronfenbrenner’s focus shifted from ecology to bioecology, meaning that
individuals are influenced by their environment and, at the same time, their
characteristics become important, especially through the interactions between the
individual and other influencers in each of the systems (Soyer, 2019).
Bronfenbrenner’s (2009) model is often mentioned when thinking of influences
on child development, and in this study it will be used to show the potential factors that
can be involved in the collaboration of teachers and parents of children diagnosed with
ASD. The researcher’s personal beliefs included that a child’s development is
significantly impacted by the people upon which the child depends. The individuals,
groups, organizations, and environments with whom children interact directly and
indirectly form their model’s surrounding levels. Based on the ecological systems theory,
a direct relationship exists between a child’s home and school, and that relationship
directly impacts the child (Bronfenbrenner, 2009). Understanding home–school
collaboration provides parents and special educators with an awareness of the importance
of collaboration, and this awareness helps them make every effort to improve their
relationship (Walker et al., 2012).
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Statement of Purpose
The purpose of this study was to investigate the perceptions of collaboration
between special education teachers and parents of children diagnosed with ASD in the
elementary setting. The research helped the researcher to understand what factors
facilitated collaboration and what challenges existed for collaboration. In addition, these
lived experiences helped the researcher, and now others, to understand ways to foster
collaboration on the elementary level between special education teachers and parents of
students diagnosed with ASD.
Research Questions
This study’s findings give insight into the perceptions of special education
teachers and parents of children diagnosed with ASD, and it provides recommendations
to bridge the gap in communication, leading to collaboration among special education
teachers and parents. The research questions that guided this study were:
1. From the lived experiences of special education teachers, what are the factors
that facilitate collaboration between special education teachers and parents of
children diagnosed with ASD?
2. From the lived experiences of parents, what are the factors that facilitate
collaboration between special education teachers and parents of children
diagnosed with ASD?
3. From the lived experiences of special education teachers, what are the factors
that present challenges to collaboration between special education teachers
and parents of children diagnosed with ASD?
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4. From the lived experiences of parents, what are the factors that present
challenges to collaboration between special education teachers and parents of
children diagnosed with ASD?
5. What are the consistent similarities and significant differences in the lived
experiences of parents and special education teachers regarding collaborative
relationships?
Potential Significance of the Study
This study is significant because there is limited research on collaboration
between special education teachers and parents of children diagnosed with ASD in the
elementary setting. Because more children diagnosed with ASD are being educated in
public schools, it is important to understand the perceptions of collaboration and bridge
the gap in communication if any discrepancies exist. As mandated by IDEA (2004) law,
parents should be involved in their children’s educational process as much as possible.
This study looked at special education teachers and parents’ perceptions of collaboration
by displaying their relationships as they existed in an elementary school setting.
This study also identifies strategies to improve the collaborative process between
special education teachers and parents. The goal was to foster positive relationships,
which could ultimately lead to improved outcomes for the students. Education is not
solely an educator’s responsibility; therefore, all stakeholders must be included in the
decision-making process. The use of effective communication skills can facilitate
positive working relationships between families and educators (Tucker & Schwartz,
2013). Furthermore, this study explored the benefits and challenges of collaboration in
the elementary setting. This study offers both parents and educators insight regarding

9

collaborative practices between special education teachers and parents. A more profound
understanding will help to create improved relationships, ultimately benefiting students
diagnosed with ASD. Finally, the findings of this study offer suggestions regarding the
best ways for effective collaboration among education professionals and parents that
gives insight into common perceptions, which provide recommendations to bridge the
collaboration gap that can exist between teachers and parents’ involvement.
Definitions of Terms
The following list of terms are used throughout the study:
ASD (autism spectrum disorder) – a neurodevelopmental disorder characterized
by pervasive and sustained impairments in social interaction and communication, and
restricted, repetitive behaviors, interests, or activities (APA, 2013).
Caregiver – can be used interchangeably to indicate a child’s parent or guardian.
Collaboration – “takes place when members of an inclusive learning community
work together as equals to assist students to succeed in the classroom” (USDOE, 20092017, para. 9).
Child with a disability – a tender-aged individual with intellectual disabilities,
hearing impairments (including deafness), speech or language impairments, visual
impairments (including blindness), serious emotional disturbances, orthopedic
impairments, autism, traumatic brain injury, other health impairments, or specific
learning disabilities, and who, by reason thereof, need to be given a special education and
related services (IDEA, 2004).
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IDEA (Individuals with Disabilities Education Act) – a law that makes available a
free, appropriate public education to eligible children with disabilities throughout the
nation and ensures special education and related services to those children (IDEA, 2004).
IEP (individualized education program) – a written statement for each student
who has a disability that is developed, reviewed, and revised in a meeting and includes
(a) the existing levels of academic achievement and functional performance including
how the child’s disability affects the child’s involvement and progress in the general
education curriculum; (b) a statement of measurable annual goals designed to meet the
child’s specific educational needs that result from the child’s disability to enable the child
to be involved and make progress in the general education curriculum and meet each of
the child’s other educational needs that result from the child’s disability; (c) a statement
of the special education and related services and supplementary aids and services based
on peer-reviewed research to the extent practicable, to be provided to the child; (d) a
statement of the program modifications or supports for school personnel that will be
provided to enable the child to advance appropriately toward attaining the annual goals,
to be involved in and make progress in the general education curriculum; (e) a statement
of any individual appropriate accommodations that are necessary to measure the eight
academic achievements and functional performances of the child on state and district
wide assessments; and (f) the projected date for beginning the services, and the
modification and anticipated frequency, location, and duration of those services and
modifications (IDEA, 2004 Section 300.320).
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Parents – a natural, adoptive, or foster caretaker of a child, or an individual acting
in the place of a natural or adoptive caretaker with whom the child lives, or an individual
who is legally responsible for a child’s welfare (IDEA, 2004).
Parent involvement – a natural, adoptive, or foster caretaker of a child, or an
individual acting in the place of a natural or adoptive caretaker of a child a disability and
is engaged as a member of any group that makes decisions regarding the educational
placement of the parent’s child (IDEA, 2004).
Special education – uniquely designed instruction, at no cost to parents, to meet
the varied needs of a child with a disability including instruction conducted in the
classroom, in the home, in hospitals and institutions, and other settings; and instruction in
physical education (IDEA, 2004).
Chapter Summary
The purpose of this study was to investigate the perceptions of collaboration
between special education teachers and parents of children diagnosed with ASD in the
elementary setting. Chapter 1 of this study introduced the rationale for the research. The
overview included background information regarding the importance of a home–school
relationship between teachers and parents of children when educating children diagnosed
with ASD. A statement of purpose for the study and the significance of the study were
identified, along with an overview of Bronfenbrenner’s (2009) theoretical framework.
Chapter 2 presents a comprehensive review of the literature and empirical research
related to this research study. The literature review focuses on an analysis of the studies
to identify themes and trends in past research. Chapter 3 provides the researcher’s study
design and the methodology of the study, including the location of research, participants,
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population, data collection, and data analysis procedure. Chapter 4 provides the data
analysis which includes responses to research questions and Chapter 5 gives the
implications of findings, recommendations, and conclusions for this study.
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Chapter 2: Review of the Literature
Introduction and Purpose
A successful home–school partnership allows for opportunities for teachers and
parents to engage in collaborative efforts to address students’ needs at home and at
school. Parents of students with ASD are the prime individuals to target to improve
parental involvement and collaboration in education. More must be done to bridge the
gaps that impede positive relationships. Azad and Mandell (2016) suggested that school
systems must find ways to include and make parents feel supported in helping their
children. Special education teachers and parents should recognize the value of the
relationship and the benefits of collaboration when educating a child with ASD (Azad
and Mandell, 2016)).
Given that parents are a mandatory and critical part of a child’s educational plan,
having parents actively engaged in a school’s implementation and evaluation of their
children will likely enhance school outcomes (Zablotsky et al., 2012). Engaging
community partners can expand a school’s capacity to improve parent engagement and
satisfaction and address student outcomes (Zablotsky et al., 2012). Education
professionals and parents share a common goal: to attain the best possible education for
their students and children. The likelihood of reaching this goal is for each group to
understand the other, collaborate effectively, and put the children first.
Families are essential partners in the education of children. For this literature
review, the researcher focused on specific topics relevant to the problem statement. The
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peer-reviewed journal articles used provided the rationale for collaboration in the
elementary setting. Despite the presence of a large body of literature dedicated to general
education students, the research does not readily identify the impact or level of parental
involvement within and outside of school for children receiving special education
services, particularly those children with developmental disabilities such as ASD
(Zablotsky et al., 2012).
The purpose of this literature review was to focus on the common theme of
children diagnosed with ASD and collaboration between teachers and parents. This
review identifies studies that show barriers and concerns of working with students
diagnosed with ASD, parents’ perceptions, the collaboration of the home and school, and
family life. The information provided helped to provide a rationale for collaborative
practices between schools and families of children diagnosed with ASD.
Family Life and Autism
Schwartz et al. (2018) used a quantitative research method to determine the
family involvement of children with ASD. The study was conducted through the
Developmental-Behavioral Pediatrics Research Network at three different sites. The data
showed 114 parents of children with ASD, aged 5–12, completed the necessary
information about family involvement using computerized adaptive testing. The results of
the data showed a decrease in family involvement of children who have symptom
severity. Severe autism symptoms, such as a significant lack of verbal and nonverbal
communication skills, great distress, or difficulty changing focus or attention, correlated
with lower parental involvement with the child. Common themes that emerged from the

15

results showed symptom burden, such as parenting stress or depression, when a child had
severe symptoms of the disability.
Sikora et al. (2013) conducted a study using participants from Massachusetts
General Hospital, Oregon Health and Science University, and the University of
Washington/Seattle Children’s Hospital. The participants were 136 families with a
confirmed diagnosis of ASD. Families completed The Family Impact Questionnaire that
assessed the impact of the disability on the family compared to the impact of other
children in the family. Based on cited research, the researchers hypothesized that
(a) internalizing and externalizing behavior problems would be positively associated with
adverse impact on family functioning, (b) a family’s social functioning would have the
strongest association with problematic behavior, and (c) greater behavior problems would
not only be associated with poorer parent functioning but sibling functioning as well
(Sikora et al., 2013). The study showed moderately strong associations between higher
externalizing behaviors and poorer family functioning, with the most significant
associations among child behavior and increased negativity in parenting perceptions and
poorer social functioning (Sikora et al., 2013). An exciting result of the study suggested
an association between externalizing behaviors and negative feelings about parenting, but
not positive feelings about parenting. These findings were significant given the
importance of maintaining positive feelings for coping with stressful situations.
Jones et al. (2014) conducted a study at the Research Ethics and Governance
Committee at Bangor University, looking at the effects of parent well-being as a result of
having a child with ASD in the family. The participants, 71 mothers and 39 fathers of
children with autism, participated by reporting their own experiences with their children.
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The study consisted of a demographic questionnaire and a telephone interview with the
primary caregiver given the Social Communication Questionnaire to complete. The
results of the Jones et al. (2014) study showed that the level of a child’s behavior problem
was significantly associated with psychological distress for both mothers and fathers. The
study also added that an increased level of acceptance by the parents showed greater
levels of positivity with a child with ASD.
Benson et al. (2008) researched the effect of maternal involvement in the
education of ASD students. They used a qualitative design that included questionnaire
and interview data collected from 110 parents from 35 public school systems and
multisystem programs in eastern Massachusetts. The results showed a high percentage
(99%) of mothers would welcome the chance to participate in school-based activities.
Many reported having informal communication with teachers and staff. Other
involvement, such as classroom observations, formal meetings with school staff, and
participation in school organizations, showed a decrease in contribution; however, the
mothers reported using daily events, such as car rides and grocery store trips, as
opportunities to help their child learn (Benson et al., 2008). The research demonstrated
that adding ASD to the equation may make life a bit harder for parents. Still, learning
opportunities were present continuously throughout the children’s days, and any chance
that a mother could step in to assist, they would do so.
Potter (2017) used a cross-sectional design to investigate the extent of a father’s
involvement in the care, play, and education of a child with ASD. Using 306 fathers in
the United Kingdom, Potter investigated the nature and extent of father involvement with
children diagnosed with autism in day-to-day care routines and play, leisure, and
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education-related activities. Also, the researcher examined father satisfaction with levels
of involvement and the amount of training and support received by fathers. Data were
collected through an online survey that fathers of children with autism completed. The
online survey consisted of 52 closed and five open-ended questions, and it was
administered to elicit information on the aspects of fathers’ involvement in their
children’s lives with autism. The findings showed that the fathers were found to be most
present in play than in education because they are viewed as the invisible parent. Fathers
showed immense support for their child’s education; however, the obstacles reported
were work schedules, childcare, and discomfort with schools (Potter, 2017). While
mothers being more visible in schools is more common, Potter (2017) suggested that
schools must recognize the value of fathers and the contribution that fathers could make
to their child’s education. Fathers must be equal to mothers and not anything less.
As the number of children diagnosed with ASD continues to rise, not only are
parents affected but grandparents are affected as well. D’Astous et al. (2013) used
convenience sampling to identify 14 grandparents who participated in interviews in
person or over the phone. The purpose of the research was to examine general factors of
influence on grandparent engagement with grandchildren with ASD. The results of the
data showed a range of engagement with some grandparents actively involved while
others were not (D’Astous et al., 2013). The results also showed maternal grandparents
were more likely to be engaged and supportive of their grandchildren with ASDs than
paternal grandparents (D’Astous et al., 2013). D’Astous et al. (2013) posited that
grandparents should be included as much as possible in the support and care of children
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with ASD. While there may be certain limitations beyond their control (age/distance),
they can be a valuable part of their grandchildren’s lives, especially with their education.
The family unit is critical for a child with ASD. All family members should be
involved to help in the academic success of a child. It is often thought that one person,
mainly the mother, is more important than the other members of the family, but every
family member is responsible for playing a significant role. The studies have shown that
with active participation, the child benefits. Whatever the barriers may be, schools must
find a way to include all caregivers in the child’s academic life (Potter, 2017).
The research shows that there are levels of stress placed on the family, especially
on parents (Schwartz et al., 2018). In the studies presented, it was revealed that there was
a common theme: the more severe the disability, the more stress that is put on the family.
It is necessary for schools to be aware of these data when collaborating with families to
understand parents’ social and emotional impact when helping their children at home. All
members of a family, whether immediate or extended, are affected by having a child with
a disability.
Barriers and Concerns
Johansson (2014) explored stakeholders’ awareness of autism in an Indian school.
The study was conducted in Kolkata, a city located in West Bengal, which used interview
data to determine teacher perspectives about students with autism. Stakeholders that
worked in mainstream schools with students aged 6 to 14 were selected. Semi-structured
interviews were conducted with 64 individuals over a 5-month period. Of the participants
used, 18 were parents, 13 were school principals, 11 were class teachers, 11 were private
specialists, eight were special educators, and three were counselors. It is important to note
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that for ethical reasons in India, the selection process used private schools only
(Johansson, 2014). The data showed that teachers had a common idea that the students
with autism were “different” from other children, but they did not emphasize the term
“autism.” The interview data also showed that parents, teachers, special educators, and
counselors regularly used “not normal” and “normal” to describe children’s behaviors in
which one would question: What does normal mean? Parents and specialists all stated
that they felt schools were not equipped to deal with a child with autism, stating lack of
experiential learning, inappropriate teaching methods, and lack of sensitivity toward the
educational needs of a child with autism. Among the teachers interviewed, the awareness
of autism was mainly restricted to knowing the term, and that there was little interest
shown in gaining information about autism (Johansson, 2014). Because the study was
done in another country, the research findings may not apply to the United States;
however, educators must be sensitive to the need of understanding what autism is and
what best practices to use to help students and families.
Hornby and Blackwell (2018) conducted a follow-up study to an original study
that was completed in 2011 by Hornby. The original study presented a model that
discussed four types of barriers to effective parental involvement: individual parent and
family barriers, child factors, parent-teacher factors, and societal factors (Hornby &
Blackwell, 2018). The Hornby (2011) study presented an exploratory model for parental
involvement that could enable education professionals to achieve a greater understanding
of the barriers to positive relationships. The study suggested this was a necessary
precursor to the development of more effective parental involvement in education
(Hornby, 2011). In the more recent small-scale study with 11 primary schools in the

20

United Kingdom on the barriers to parental involvement in education, headteachers or
delegates were interviewed at the school using a semi-structured interview schedule that
had six significant questions and a series of prompts used as follow-up questions (Hornby
& Blackwell, 2018). The main barriers that appeared from the research showed time,
family structure, and parent-teacher relationship. Based on the results compared with the
original study, the barriers to effective parental involvement still exist; however, this
study showed progress by comparing the two. Schools now see parental involvement as
being of central importance in educating a child (Hornby & Blackwell, 2018).
Azad and Mandell (2016) conducted a study in an urban school district that
consisted of 39 parent-teacher dyads of children with autism in kindergarten through fifth
grade. The study aimed to determine what the concerns were of teachers and parents
when relating to students with autism. To better understand the specifics of home–school
partnerships for children with autism, the Azad and Mandell (2016) study examined
whether parents and teachers agreed about their concerns for elementary children
diagnosed with autism. Their concerns were primarily discussed when the parents and
teachers engaged in a conversation about their child. Parents and teachers were
interviewed separately via telephone. The interviews consisted of questions about their
current and ideal interactions with each other as well as the main concerns for their child
with ASD. The researchers observed a discussion of concerns between parents and
teachers of children diagnosed with autism while given the following prompt, “Discuss a
problem that [insert child’s name] has at home and school. Provide a solution that can be
used in both places” (Azad & Mandell, 2016, p. 437). All dyad observations were
conducted in the school and videotaped. The study showed that the order of primary
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concern for parents was (a) social interaction, (b) problem behavior, and (c) academics.
For teachers, the study showed the order of concern was (a) problem behaviors;
(b) deficits in social interaction; and (c) restricted, repetitive, and stereotyped behaviors
(Azad & Mandell, 2016). The study suggested that parents and teachers must
communicate and work together to have common goals for a child diagnosed with autism
and they should work with each other on the child’s specific concerns.
West et al. (2012) used a multi-perspective, collaborative research to analyze
teacher learning moments as perceived by a group of teachers who educated students
with a diagnosis of ASD. The researchers in the project acknowledged the value of
hearing teachers’ perspectives on what worked for them in their professional learning.
There were 18 participants in the study, including in-service teachers at three universities
(two located within the USA and one situated in Australia) and one residential school
(UK). Five overarching themes emerged at the analysis stage. The themes were
(a) practical experience; (b) preservice training; (c) in-service training, mentoring, and
assistive technology. Given the increase in the prevalence of ASD, there is presently an
even greater need to provide effective, specialized training for teachers of such learners
(West et al., 2012). The project attempted to focus attention on teachers’ perspectives of
professional learning specific to teaching students with ASD. The surveys were
developed to gather perceptions of initial and post-teacher learning. Also, the surveys
were developed to capture open-ended responses from teachers to encourage the
generation of more in-depth perceptions. The findings identified areas for which a variety
of teachers most frequently reported needing assistance. The needs around experiential
learning, observation of classroom practice, intensive pre- and in-service learning
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opportunities, use of mentors, and training in assistive technology topped the list (West et
al., 2012). When teachers are in preservice, colleges must provide them with the
necessary skill set to enter the workforce, especially with the increase of students
diagnosed with a disability (West et al., 2012).
Valle (2018) used a narrative inquiry approach to investigate how mothers
reported their experiences of parenting a child with a severe disability and to explore
what impact such experiences had on their relationships with school professionals. The
data were taken from individual interviews with 10 mothers of students with disabilities.
The participants were in various regions of the United States. The study had two
objectives: to investigate how mothers reported their experiences of parenting children
with a learning disability within the culture of American motherhood, and to explore
what impact such experiences of motherhood might have upon their relationships with
school professionals (Valle, 2018). Valle’s (2018) results yielded two themes described
as the “private mother” (p. 11, inner thoughts and feelings about her mothering) and the
“public mother” (p. 11, outward responses to others’ comments and behaviors about
mothering) (Valle, 2018). The results determined that how a mother perceives herself has
a significant impact on a child’s development and, ultimately, how parents engage with
their children.
When thinking of barriers to education, it is essential to research teacher
preparation programs. Zagona et al. (2017) surveyed and interviewed general and special
education teachers to understand their experiences and preparation to demonstrate the
skills associated with inclusive education and collaboration. This study examined two
research questions: (a) Does a relationship exist between educators’ self-reported
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preparation to demonstrate skills involved in inclusive education and collaboration? and
(b) How do educators describe their experiences and preparation for inclusive education
and collaboration?
The Zagona et al. (2017) study was a mixed-methods design using surveys and
interviews was used to gain an understanding of the participants. The six schools that
participated were part of the same school district in the western area of the United States.
Of the participants, 33 were general education teachers and 10 were special education
teachers. The data showed that the general education teachers felt less prepared to meet
the needs of students with disabilities and less comfortable discussing student need with
families. On the other hand, those teachers with collegiate education that focused on
students with disabilities felt more prepared than the general education teachers. Both
sets of participants acknowledged professional development should be ongoing to
consistently meet the changing demands of the student population (Zagona et al., 2017).
They voiced that teacher preservice programs must support future teachers by providing
preparation that would support the education models in public schools. As schools work
to shift to more inclusive placements for students with disabilities, it is important for
educators to feel prepared to engage in conversations and have meaningful discussions
about best practices (Zagona et al., 2017).
Parent Perspectives
There are many concerns and barriers that teachers and parents have involving
students with ASD. A common theme presented is the effect of family life on parental
involvement. It is important for parents to feel uplifted and supported. Teachers and
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parents have conflicting concerns, which they prioritize differently. It is necessary for
educators to look at ways to limit barriers and focus on supporting parents.
When thinking about the teacher-parent relationship, trust is a critical factor in
making the relationship successful. The Angell et al. (2009) study looked at family trust
issues and professional relationships by more fully examining, within a qualitative
research design, the nature of trust between school personnel and the parents of children
with disabilities. The study examined the perspectives of trust of 16 mothers of children
with disabilities. Participants were 16 adults, aged 18 and older, who were mothers of
children with various disabilities. The study used participants from eight different school
districts and they represented varying grade levels and geographical areas. The
researchers posed two research questions for the participants: (a) How do mothers of
children with disabilities describe their trust in educational personnel? and (b) What
factors do mothers of children with disabilities identify as contributing to or detracting
from their trust in educational personnel? Angell et al. (2009) used interview questions to
address the primary research questions and conducted semi-structured interviews with all
participants. The participants suggested that positive interactions within the teaming
process, shared vision, and shared decision- making were important to their trust as well
as the teachers authentically caring for the students. Poor communication, particularly
infrequent communication, was found to cause negative feelings in parents about teachers
and/or the school. Based on this information, it is essential for schools to understand the
need for transparency and care, especially when a parent has a child diagnosed with a
disability. Instilling trust is a complex process; however, with the right processes in place,
trust can easily be maintained in academic settings (Angell et al., 2009).
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Stoner and Angell (2014) also looked at the trust between parents and educators
when teaching students diagnosed with special needs. The study emerged from a broader
review of mothers’ perspectives regarding their children’s disabilities and trust in
educational professionals. Communication with all education professionals was
important, but the communication between mothers and teachers, both general and
special education teachers, was mentioned most frequently during the interviews with
mothers, and it was most significant during the initial data analysis of the child (Stoner &
Angell, 2014). The study addressed two research questions: (a) What are the perspectives
of mothers of children with disabilities on the role of communication in establishing and
maintaining trust with their children’s teachers? and (b) How do mothers of children with
disabilities describe their communication with their children’s teachers?
The participants consisted of 16 mothers of children with various disabilities.
Qualitative data were collected via one-on-one, semi-structured interviews that consisted
of broad, open-ended questions designed to elicit the mothers’ perspectives on their trust
in education professionals. Analysis of the data revealed that effective communication
was the catalyst for trusting relationships, and ineffective communication, or the absence
of such communication, could either erode or destroy trust (Stoner & Angell, 2014).
Positive interactions and communication are important to mothers to build trust with
school personnel. This is one strategy that teachers can use to create positive relationships
with families (Stoner & Angell, 2014).
Falkmer et al. (2015) used 28 empirical studies to compose a quantitative research
to reveal parents’ perspectives on the education of their children diagnosed with ASC.
The empirical studies used for this research looked at articles from Western countries
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from 1990 to the end of September 2011. A computer search regarding parental
perspectives on the inclusion in mainstream schools for children with ASD was
conducted using ERIC, PsycINFO, PubMed, AMED, Scopus, and Web of Science
(Falkmer et al., 2015). Based on the number of articles, five of the most commonly
identified aspects that had implications on a child’s inclusion in mainstream school were
all related to the teachers. Of the 28 articles, 17 identified communication, relationships,
and trust between teachers, staff, students, and parents as important aspects of an
inclusive education. Additionally, parents’ satisfaction with their child’s school situation
also seemed to be strongly related to their trust in the teachers and the school. The
analysis showed that good communication between parents and teachers was perceived as
necessary from 15 articles (Falkmer et al., 2015). The child’s school experiences, and the
parent’s perception of the inclusiveness of the school, based on this research, were
heavily affected by the parents’ everyday relationship with their child’s teacher.
Tucker and Schwartz (2013) conducted a mixed-methods research study of
parents of students with ASD exploring their collaboration perceptions. The research
questions from this study were: (a)What do parents of children with ASD identify as
issues related to collaboration and conflict in the IEP process? and (b) What factors
facilitate parents’ satisfaction with the educational planning process involving special
needs students?
Two local school districts near military bases in the state of Washington
participated in the study. One small suburban school district and one larger urban school
district were chosen for their unusually high number of students with disabilities, and the
director’s interest was taken into consideration. A total of 135 parent respondents
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completed the survey in which both qualitative and quantitative data were collected.
Parents reported low levels of perceived disability-specific staff knowledge regarding
ASD. The findings indicated that many parents of children with ASD experienced
difficulty and were not included in the special education collaborative process. In
reviewing the data, input from parents was high, specifically on the question that asked
the parents to recall why they felt they were not a part of the collaboration process.
Respondents checked off that “My ideas or suggestions were not included” and “No
regular communication” (Tucker & Schwartz, 2013). The group of parents responding to
the survey appeared willing to be involved in their child’s educational program but found
it difficult to do so because of the school districts’ perceived barriers. The survey also
showed that parents provided input about possible helpful remedies, including increasing
the type and frequency of communication, accessing information to be better prepared,
and having their input valued as a member of the IEP team.
Zablotsky et al. (2012) utilized a national sample of families from the 2007 Parent
and Family Involvement (PFI) in Education survey (National Center for Education
Statistics, 2008). The PFI was conducted from January to May 2007 using a computerassisted telephone-interview system to gather information from families about their
perceptions of their involvement in their child’s education. The PFI consisted of 10,681
households of students in kindergarten through 12th grade across all 50 states. The
restricted sample was condensed to those with children who attended public schools and
who had been diagnosed with ASD or with a pervasive developmental disability. Because
of the restricted sample, the survey resulted in 142 families for the Zablotsky et al. (2012)
research.
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The results of the data were limited to the elementary setting. Within the families
on the elementary level, there was more participation with families that had one child
than with families that had two or more children. Also, families of students with ASD
showed a 63% rate of dissatisfaction with the communication from schools. For children
with ASD with an IEP, the number of comorbid conditions and parental satisfaction
levels was directly related. As the number of comorbid conditions of a child with ASD
increased, so did the level of parental dissatisfaction (Zablotsky et al., 2012). The more
severe the disability, the greater the dissatisfaction families had with the child’s
educators.
Teo and Lau (2018) used a qualitative research method involving question-andanswer interviews of seven ASD teachers and 30 parents to compare teachers and
parents’ perspectives on interventions of ASD-diagnosed children in Sarawak, Malaysia.
The study revealed the difficulties parents faced (work, lack of understanding of the
diagnosis, feeling overwhelmed), and they often were resistant to communicate with
educators. Early intervention requires parental participation, and the results of the study
showed that teachers felt they had to push parents into participating to produce results for
the children (Teo & Lau, 2018). While in a different country, the study revealed similar
findings compared to those in the United States regarding relationship barriers. Schools
must provide training to parents about their children’s disabilities and the parents’ role in
their children’s education (Teo & Lau, 2018).
The Stoner et al. (2005) research was a collective case study that used economic
middle-class participants of a parent-support group of children between the ages of 6 and
8 who were diagnosed with ASD and were enrolled in a public school system. Data were
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analyzed using the cross-case analysis method to review the results from interviews,
observations, and documentation from a study conducted in a Midwestern town. The
study goal was to investigate the perceptions of parents with young children with ASD
regarding their experiences, roles, and relationships with education professionals. All
parents reported feelings of confusion during the initial IEP meetings, which intensified
parental concerns and fostered dissatisfaction with the special education system. The
dissatisfaction increased when parents expected education professionals to willingly
provide for all their child’s educational needs (Stoner et al., 2005). While three themes
emerged, the article focused on the need for communication, empowerment, and trust.
Starr and Foy (2012) conducted a qualitative study using a survey to gain
perspectives of 144 parents in Canada of students diagnosed with ASD. The families
included in this research needed to have children enrolled in a publicly funded school
system and have a diagnosis of ASD. The parents were given a survey of 106 questions,
including both Likert-type scale and open-ended questions. The families were surveyed
on their satisfaction with the education their child was receiving. The results yielded a
significant concern that parents had in how the schools managed their children’s behavior
because of the staff not fully understanding the disability. Parents also responded that
there was a need for communication and collaboration between the parents and the school
(Starr & Foy, 2012). The study indicated that parents felt there was a lack of training and
professional development in ASD. Inevitably, this had a considerable impact on
communication and collaboration between home and school, which was another source of
the parents’ dissatisfaction with their child’s education (Starr & Foy, 2012).
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The responses showed 143 out of 144 parents responded to the open-ended
questions. Overwhelmingly, the responses mirrored each other in that the teachers’ ability
to manage children’s behavior, the teacher’s knowledge, understanding of the disability,
and the quality of collaboration and communication affected the parents’ perceptions of
their children’s education experience (Starr & Foy, 2012).
Lee et al. (2014) used a qualitative meta-synthesis of the more recent research to
look at trends in parent perspectives regarding ASD. The goals were to identify trends,
compare trends, develop an ASD transitional timeline of family perspectives of important
issues, and use it to be proactive. To use the existing research, the participants needed to
be parents of students with ASD and have knowledge or experience with transitions. The
results yielded recurring themes of increasing personalization with each transitional phase
and increased school–parent collaboration (Lee et al., 2014). Parents reported feeling that
outside of the IEP meeting, the transition practices were less intensive and individualized.
The parent perspectives’ focus tended to shift to broader and more individualized issues
as students progressed through the educational system.
The study concluded that a trend throughout the transition period was that
students and parents’ experiences in the previous academic environment affected the
parents’ perceptions of the subsequent transition. This study emphasized the importance
of parents and students having positive transition experiences from the beginning of their
experiences (Lee et al., 2014).
Bush et al. (2017) looked at parents’ expectations for their children’s adjustment
to school and academic progress. The study was important because there is little research
on the educational expectations that parents hold for their young children with ASD and
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how those expectations are formed. The research questions posed from this study were:
(a) What types of school-related expectations do parents hold for their young children
with ASD? and (b) Which child-, parent/family-, and teacher/school-level factors are
associated with parents’ educational expectations for their young children with ASD?
(Bush et al., 2017).
The Bush et al. (2017) study addressed the expectations gap by using a mixedmethods design to examine the association between the parents’ expectations for their
children’s level of success during the current school year. Families were recruited
through schools, autism clinics, and word of mouth in the Northeastern United States and
Southern California. Participants included triads of youth with ASD (N = 121, 83%
male), one parent per child (N = 121, 86% biological mothers), and one teacher per child
(N = 104, participation rate = 86%) (Bush et al., 2017). Each parent completed a 20–35minute structured, qualitative interview with a trained research assistant, which focused
on different aspects of their children’s school adjustment. Qualitative analysis of parents’
interview responses showed that 17% of the parents expressed positive expectations, with
no concerns for the school year ahead. Parents often expressed concerns about the greater
school environment, including their children’s educational team members who they felt
were not meeting their responsibilities or accommodations in the IEPs, which the services
were not being provided. Of the total parent participants, 6% had negative expectations
and did not identify any positive, hopeful, or protective factors that could help their
children adjust to school. Ultimately, the parents’ perceptions of the educational quality
were highly correlated with their expectations of teachers’ capacity. Parents expected
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teachers to teach considering their child’s needs and individual instruction, and to ensure
that their children’s education plan was enough (Bush et al., 2017).
The articles suggested that educators should develop a deeper understanding of
parents’ perspectives so that teams and leaders can use the information to be proactive.
To address issues with collaboration, educators must build awareness of what families
feel is important and to see the benefits in the special education process. Planning for the
parents’ input requires all to be responsive to the unique needs each family brings to the
table. Fostering successful parental participation should be intentional and planned
appropriately (Bush et al., 2017).
Collaboration
Syriopoulou-Delli et al. (2016) conducted a study that examined teachers and
parents’ views on the collaboration of ASD students in the country of Greece. It focused
on various special education units, namely, inclusive classes, parallel support systems,
and special schools. The purpose of this study was to evaluate critically collaboration in
the Greek educational system. The researchers used a questionnaire that was given to 171
teachers and 50 parents of students in special primary schools (Syriopoulou-Delli et al.,
2016). The views of the Greek parents on the most effective ways to collaborate with
teachers for their children with ASD were evaluated through the structured questionnaire.
Based on the data presented, 100% of the parents who completed the questionnaire felt
that communication and collaboration with children’s teachers was necessary, while
96.5% of the teachers felt communication and collaboration with parents was necessary.
The results showed that both parents and teachers strongly believed that communication
and collaboration were critical. The study also revealed that prior experience working
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with children with ASD and postgraduate studies was the most important factor in the
teachers’ collaboration ability with families. As teachers accumulate experience of issues
concerning families with children with ASD educational approaches, teaching
methodologies, and ASD issues, in general, they come to handle the issue of parentteacher collaboration differently than those teachers without such experience
(Syriopoulou-Delli et al., 2016).
Josilowski and Morris (2019) conducted a study concerning the inclusion of
students with ASD in classrooms and home–school collaboration impacts. The sample for
this study used 16 general and special education teachers whose students transitioned
from a self-contained classroom to an inclusive setting. Teachers participated in
interviews that consisted of four open-ended, semi-structured questions. Three themes
emerged from the responses, which showed improvement in all areas with effective
collaboration. The teachers indicated that when parents and educators collaborated,
(a) the students demonstrated improved academic performance, (b) the transition phase
progressed more smoothly, and (c) the students achieved better social adjustment
(Josilowski & Morris, 2019). The study revealed that strengthening the school and home
collaboration assists in the challenges associated with transitions and helps to mitigate
challenges in both the school and home settings.
Minke et al. (2014) investigated the role of relationship congruence in predicting
student outcomes. The study used a randomized-trial, multi-gate procedure. The study
used 175 elementary students, teachers, and parents. The results, contrary to expectations,
showed that congruence in the perceptions of the parent-teacher relationship did not
predict students’ academic performance (Minke et al., 2014). Even if the parents and
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teachers had the same idea about a child’s education, this did not appear to be a factor in
whether the child was successful or not.
Garbacz et al. (2016) conducted a study within a study because it began when the
students entered early childhood and it followed them into their elementary education.
The study took place in the northwestern United States with 31 children and their
caregivers who were recruited from early intervention programs. The Garbacz et al.
(2016) study examined the research questions (a) Do child characteristics and family
histories accessing services in early childhood predict family involvement in elementary
schools?; (b) Do child characteristics and family histories accessing services in early
childhood predict the parent-teacher relationship in elementary school?; and (c) What are
maternal education relations, child characteristics, family histories accessing services,
family involvement, and the parent-teacher relationship?
The results showed that parents of children with ASD who had low
communication skills and hyperactivity were less likely to participate in their child’s
education than those parents whose children with ASD had better communication skills
and had milder hyperactivity. Those with mild symptoms tended to have more family
support in the educational setting. Family educational involvement and teacher-parent
relationships are important for supporting student outcomes, and they have unique
implications for families of children with ASD (Garbacz et al., 2016).
Schultz et al. (2016) conducted a qualitative study with 34 teachers to better
understand teachers’ perceptions of parents of children and youth with ASD educated in
inclusive K–12 classrooms. The study took place in a southeastern U.S. school district,
working with focus groups at the end of a school day. The research questions that guided
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this study were: (a) What are the social support needs of students with ASD taught in
inclusive classrooms?; (b) What are the needs of educators who are teaching students
with ASD in inclusive classrooms?; and c) What practices do teachers find successful for
educating students with ASD in inclusive classrooms? The results yielded that teachers
often see parents in two extremes: either as a parent who does not participate at all or as a
parent who is involved in every facet of a child’s education. Teachers felt that parents
must learn the ways to advocate for their child correctly in the school setting. They must
work to establish a positive relationship instead of one that does not exist or one that is
overbearing (Schultz et al., 2016). While it may be hard, schools must offer some type of
parent training in advocacy. The research shows that it would be beneficial to both the
schools and the parents to help strengthen the relationship positively (Schultz et al.,
2016).
Houser et al. (2015) led a study about the home–school collaboration relationship.
Participants included 17 parents of school-aged children with varying degrees of ASD
from North Carolina, New Jersey, Texas, Georgia, and Kentucky. Data collection
occurred via an electronic survey and in-person interviews at the 2014 Texas Parent to
Parent Conference in San Marcos, Texas. Based on the importance of home–school
collaboration and the increased prevalence of students with ASD entering the public
schools, this question arose: How well are parents and special education school personnel
collaborating to benefit these students’ educational outcomes with ASD? (Houser et al.,
2015). Three themes emerged from the interviews. The first theme was that parents
reported having a good relationship with teachers and generally felt they were doing a
good job. The second theme was that several participants shared that the primary
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advantage of home–school collaboration was that it gives parents an idea of how their
child is progressing in school and informs them about what can be done at home to
support school learning. The last theme that emerged was the challenges faced when
collaborating and the lack of training that teachers had when working with a special
need’s population (Houser et al., 2015). Several participants commented that their child’s
special education teachers were not adequately trained to work with children with ASD.
The Houser et al. (2015) study suggested that the home–school collaboration is essential,
but the lack of experience on the teachers’ part was worrisome to most parents.
Bacon and Causton-Theoharis (2013) utilized a qualitative methodology to collect
and analyze data about school practices and parent advocacy in special education. The
study investigated the school-parent relationship, and it uncovered the bureaucratic
processes that do not allow for equitable parent participation in the IEP process (Bacon &
Causton-Theoharis, 2013). Participants were connected through a parent advocacy center
that operated in the New York region. Open-ended interviews were conducted with
families with a school-aged child diagnosed with a disability and who attended a public
school. The interviews resulted in parents voicing negative thoughts and feelings relating
to the IEP process as they felt collaboration was not happening to assist them with their
children’s needs. Many of the families listed that they often went into the meetings
feeling overwhelmed or uneducated because of the terminology used, and they felt they
simply could not advocate in the manner they would have liked for their child. The
results added that parents would like to partner with schools for the best interest of their
children. Schools continue to function as bureaucracies that hinder equal collaboration
with families (Bacon & Causton-Theoharis, 2013). The researchers stated that parents
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must be partners with the schools and be allowed to fully contribute to the
implementation of their children’s IEPs in school. The lack of such contribution keeps
families discouraged about the educational success of their child.
Azad et al. (2017) conducted a qualitative study that was based on what the
researchers considered to be the ideal interactions between teacher and parents. The study
was performed using interviews with parents and teachers of students diagnosed with
ASD from kindergarten through fifth grade at 13 urban schools within one school district.
Four key themes emerged from the results: (a) communication, (b) involvement,
(c) expertise, and (d) active participation (Azad et al., 2017). In comparing the themes,
parents and teachers had very different thoughts about what the ideal interactions should
look like.
Azad et al. (2016) conducted another study that examined the problem-solving
behaviors of teachers and parents of children with ASD. The study took place in 13
schools in an urban school district, which was the eighth largest school district in the
United States. Participants were 18 teachers and 39 parents consisting of teacher-parent
dyads of children with ASD in 18 kindergarten through fifth grade autism-support
classrooms.
The study looked at how teachers and parents viewed collaboration when dealing
with problem-solving behaviors. The results of the study showed that parents and
teachers displayed limited use of the core elements of problem-solving (Azad et al.,
2016). Teachers appeared to focus more on the behavioral problems than the educational
problems. The study’s findings suggest that teacher and parent training programs should
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include collaborative approaches to problem-solving so that they can communicate all the
child’s needs.
LaBarbera (2017) researched the comparison of perspectives of collaboration
regarding students with ASD. The participants included 28 caregivers and 102 educators
of children with ASD, with 8% participants residing in California, 8% residing in Ohio,
and the remaining 84% residing in other states. A web-based questionnaire consisting of
open-ended and Likert-type rating-scale items on Survey Monkey was used to gather
qualitative data. Descriptive statistics were used to analyze beliefs about educational
practices, family-centered practices, and collaborative practices related to students with
ASD (LaBarbera, 2017). The data on collaborative practices showed that 57% of
caregivers felt that teachers took initiatives to create effective partnerships, whereas 94%
of teachers felt this way. Only 64% of caregivers believed that the teacher invited
caregivers to be full partners in the educational decisions, whereas 100% of the teachers
believed they invited caregivers to be full partners (LaBarbera, 2017). Overall, there were
significant differences in how both the caregiver and teacher felt about the collaborative
process. The research suggested that possibly teacher preparation programs should
include ways for teachers to learn more about communication and collaboration with
families and have the families make more educational decisions concerning their child
with ASD (LaBarbera, 2017).
Collaboration is an effective way of having a dialogue with all of those involved
in the child’s well-being. Parents and educators must work together for the academic
success of a child. Caregivers’ perspectives are vital to a schools’ collaborative efforts,
and they have a major impact on a child’s education; therefore, schools must encourage
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collaboration. Educational systems must bridge the gap to promote home–school
partnerships to promote the best academic experience for both families and the students.
Chapter Summary
A successful home–school partnership allows parents and teachers with
opportunities to engage in collaborative efforts to address students’ needs at home and
school. Parents of children diagnosed with ASD are the prime individuals to target in
hopes of improving parental involvement and collaboration in education. Parental
involvement is critical to the education of a child with ASD. The varying perspectives of
involvement show that more must be done to build positive partnerships. School systems
must find ways to include and make parents feel supported in helping their children.
Parents and teachers recognize the value of relationships, and they should always
collaborate for a child’s benefit. It is essential to nurture the whole child and the families
of children diagnosed with ASD and to provide services to increase the academic
achievement over the child’s educational journey.
Chapter 3 explains the methodology used for this research. The chapter includes a
discussion about the setting, population and sample, data collection, and data analysis.
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Chapter 3: Research Design Methodology
General Perspective
One in 68 students in the United States has been diagnosed with ASD
(Developmental Disabilities Monitoring Network Surveillance Year 2010 Principal
Investigators & CDC, 2014). ASD is a neurodevelopmental disability characterized by
persistent and sustained impairments in social interaction and communication, and the
presence of restricted, repetitive patterns of behaviors, interests, or activities (APA,
2013). As children and youth with ASD are increasingly participating in inclusive
education settings, the need for parent and professional collaboration is essential for
students’ success (Schultz et al., 2016). Research indicates parental involvement in
schools is strongly linked to better student outcomes relating to academics and
involvement in organized groups and having friendships (Schultz et al., 2016). Special
education teachers must find effective strategies to collaborate with other professionals
and parents to show students’ academic growth. Parental involvement and collaboration
are important to academic success, especially for a child diagnosed with special needs.
A phenomenological qualitative study using interviews helped understand
teachers and parents’ lived experiences to assist schools in forming better collaborative
practices in elementary public schools. Qualitative inquiry is an appropriate way to a
deeper understanding of how to improve learning for children with autism (Josilowski &
Morris, 2019). With this research, educators and parents may be able to use the suggested
collaborative practices to increase academic achievement in children with ASD.
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The purpose of this study was to examine the perceptions of collaboration
between special education teachers and parents of children diagnosed with ASD in the
elementary setting. In addition, this study aimed to understand more about how teachers,
practitioners, and parents can collaborate effectively to improve students’ academic
achievement.
Research Design
This phenomenological study used a qualitative, semi-structured interview
strategy to offer insight into the primary research questions. Creswell and Creswell
(2018) stated that phenomenological research is a design of inquiry coming from
philosophy and psychology in which the researcher describes the lived experiences of
individuals about a phenomenon as described by study participants. This description
culminates in the essence of the experiences for several individuals who have all
experienced the same phenomenon (Creswell & Creswell, 2018). Creswell and Creswell
also indicated that qualitative research is an approach for exploring and understanding the
meaning individuals or groups ascribe to a social or human problem. The sensitive and
complex nature of information gathered in educational research lends itself to qualitative
research.
This research study examined participants’ personal experiences in elementary
settings regarding the collaboration process between teachers and parents of children
diagnosed with ASD. Exploration through qualitative research produces variables of
lived experiences using the phenomenon of collaboration.
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Research Context
This study took place in a suburban school district located in the Hudson Valley
Region of New York. At the time of the study, the school district had an enrollment of
over 7,000 students from pre-k through 12th grade. Within the school district population,
70% of the students identified as Black or African American, 25% identified as Hispanic,
and 5% identified as either White, Asian, or biracial.
There were approximately 1,500 students classified with a disability in the school
district. This group made up 20% of the district population. In addition, from this group,
there were approximately 400 students diagnosed, specifically, with autism or ASD. To
reach the students’ needs, the school district had cohort groups housed in various school
buildings. The researcher used the elementary grades as this is the beginning of the
foundational skills and classifications of disabilities in public school systems. This
study’s participants were special education teachers and parents with 2 or more years of
public school experiences.
For this study, the researcher interviewed elementary special education teachers
and parents to learn about their perceptions and experiences with the collaboration related
to children diagnosed with ASD. Using semi-structured interviews, the researcher gave
the participants questions to respond to and elaborate on regarding their perceptions of
collaboration that could provide opportunities for change in collaboration in the
educational setting.
Research Participants
For this study, the population focused on special education teachers and parents of
students diagnosed with ASD. For a phenomenological study, the process of collecting
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information involves primarily semi-structured in-depth interviews with as many as 10
people (Creswell & Poth, 2018). This method allowed the researcher to develop a clear
voice and an authentic view of the participants’ experiences. This study involved 10
participants with five teachers and five parents for interviews.
This researcher was looking to understand a specific group’s perspectives;
therefore, purposeful sampling and serial referral (snowball) sampling was used for this
study to generate rich descriptions of the phenomenon. The concept of purposeful
sampling is used in qualitative research. This means that the inquirer selects individuals
and sites for study because they can purposefully inform an understanding of the research
problem and central phenomenon in the study (Creswell & Poth, 2018). This strategy
attempts to best develop a sample where multiple perspectives offer both depth and
diversity and where selected respondents are likely to provide information relative to the
phenomenon being studied (Creswell & Poth, 2018). Serial referral uses other possible
participants to help recruit more participants who could benefit from a study that is not
yet known. Serial referral sampling was used to reach additional participants, particularly
parents, but this researcher could not acquire enough participants from personal contacts;
therefore, she requested assistance from the special education teacher participants to
recruit parents for this study.
The teachers considered for this study had to be (a) New York State certified in
teaching students with disabilities and (b) have had at least 2 years of teaching experience
with students diagnosed with autism in a cohort setting. For the parents considered for
this study, they had to (a) have a child medically diagnosed with ASD and (b) have a
child enrolled in one of the cohort classes for 2 years or more.
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The research participants included five special education teachers and five parents
of students medically diagnosed with ASD. All the participants were from the selected
school district and consented to a semi-structured interviews that lasted between 60 to 90
minutes. Due to the COVID-19 pandemic, all interviews were scheduled and conducted
via Zoom as a safety precaution. To understand the data clearly, and to maintain the
confidentiality of the participants, the teacher participants were given the pseudonym
“T,” an abbreviation for “teacher,” followed by assigned numbers 1–5, and the parent
participants were identified with the pseudonym “P,” an abbreviation for “parent,”
followed by assigned numbers 1–5. Before beginning the interviews, the participants
were asked about their educational and professional experience relating to autism (Table
3.1 and Table 3.2).

Table 3.1
Teacher Participant Information
Participant

Years teaching

Years in special ed

T1

6

6

T2

14

14

T3

14

5

T4

14

14

T5

4

4

Certification
ABA services
Disabilities ABA advanced
Childhood ed
Students with disabilities
Childhood ed
ABA experience
Master’s degree

Setting
Outside agencies
Public schools
Public schools
Public schools
Public schools
Public schools
Hospitals

Participant T1
At the time of the participant’s interview, T1 had been a special education teacher
for 6 years. In addition to working in a public school setting, the participant also worked
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with special needs students requiring applied behavioral analysis (ABA) services with an
outside agency for early intervention.
Participant T2
At the time of the participant’s interview, T2 had been a special education teacher
for 14 years. In addition to being certified in New York State to teach students with
disabilities, the participant also had an ABA advanced certification.
Participant T3
At the time of the participant’s interview, T3 had been an educator in various
positions within the school district for a total of 15 years. In addition, this participant had
a Childhood Education certification and a Teaching Students with Disabilities
certification in New York State. The participant has been a special educator for the last
five years in the school district.
Participant T4
At the time of the participant’s interview, T4 had been a special educator for 14

years. T4 had extensive experience with ABA and working with students with autism. In
addition to having a certification in teaching students with disabilities, T4 also had a
Childhood Education certification.
Participant T5
At the time of the participant’s interview, T5 had worked with students with
special needs for 4 years. In addition, P5 had worked in the studied school district for 2
years. Additionally, T5 had worked with students with special needs in a hospital setting
and a public school setting.
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Table 3.2
Parent Participant Information
Participant

Child’s diagnosis

Diagnosis age in years

Years in cohort classes

P1

ASD

5

5

P2

ASD

4

5

P3

ASD

4

3

P4

ASD

5

3

P5

ASD

4

9, 10

Participant P1
At the time of the participant’s interview, P1 was the parent of a child who was
diagnosed with autism at an early age. P1 had a child in the cohort classes for 5 years.
Participant P2
At the time of the participant’s interview, P2 was the parent of a child who was
diagnosed with autism at the age of 4. P2 was an active parent whose child has been in
the cohort classes for 5 years.
Participant P3
At the time of the participant’s interview, P3 was the parent of a child who was
diagnosed with autism at the age of 4. P3 had experience with early intervention school
and public school settings. This participant had a child that had been enrolled in the
cohort classes for 3 years.
Participant P4
At the time of the participant’s interview, P4 was the parent of a child who was
diagnosed with autism at the age of 5. P4 worked in an educational setting in addition to
having a child with special needs. P4’s child had been in the cohort classes for 3 years.
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Participant P5
At the time of the participant’s interview, P5 was the parent of a child who was
diagnosed with autism at the age of 3. P5 had experiences with early intervention school
settings and public-school settings. P5’s child had been in the cohort classes for 6 years.
Instruments Used in Data Collection
In qualitative research, such as a phenomenological study, the researcher is the
key instrument (Creswell & Poth, 2018). The researcher collects data through
observations and semi-structured interviews. The primary tool used for this data
collection was virtually using the Zoom meeting platform with semi-structured interview
questions. A semi-structured format allowed the participants to tell their stories in their
own way. The open-ended interview questions allowed for honest expressions of the
participants’ experiences.
Creswell and Creswell (2018) suggested using three interview protocol steps
consisting of an introduction, probing question(s), and closing questions. An interview
protocol for the teachers (Appendix A) and an interview protocol for the parents
(Appendix B) was used for each of the interviews to ensure that the same information
was collected from each participant. This protocol consisted of eight and nine open-ended
questions (Table 3.3 and Table 3.4, respectively) to learn about the participants’
experiences with collaboration). The researcher formulated the interview questions to
gather data to answer this study’s five research questions (Appendix C). Additionally,
probing questions were asked to solicit additional information or to seek clarity as
needed, and besides the researcher conducting the interviews, field notes were taken and
used by the researcher.
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Table 3.3
Special Education Teacher Interview Questions Aligned with Study’s Research Questions
Aligned Study
Research
Questions

Interview Questions
1. When you think of the phrase “collaborative relationships,”
what does this make you think of?

5

2. Can you explain ways in which parents are invited to
participate in their child’s education?

1

3. Describe your best experience collaborating with a parent.
What, if anything, did you learn about collaboration from that
experience?

1

4. Describe your worst experience collaborating with a parent.
What, if anything, did you learn about collaboration from that
experience?

3

5. Do you feel parents value your input when it comes to their
child?
a. Describe a situation when you felt your input was
undervalued.
b. Describe a situation when you felt your input was
completely valued.

1

6. If you could point out three things that you believe hinders a
parent-teacher relationship, what would they be? Please
explain why you chose these reasons.

3, 5

7. Tell me what you think would make collaboration better
between parents and teachers.

3, 5

8. (If more than one suggestion.) Which suggestion do you think
is the most important, and why?

3, 5
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Table 3.4
Parent Interview Questions Aligned with Study’s Research Questions
Aligned Study
Research Questions

Interview Questions
1. When you think of the phrase “collaborative relationships,”
what does this make you think of?

5

2. Since your child has been identified as a special education
student, how many IEP meetings/school meetings have you
been a part of? Can you briefly explain those meetings?

2

3. How do you feel teachers view your role when
collaborating with them?

5

4. Describe your best experience collaborating with a teacher.
What, if anything, did you learn about collaboration from
that experience?

2

5. Describe your worst experience collaborating with a
teacher. What, if anything, did you learn about
collaboration from that experience?

4

6. Do you feel teachers value your input when it comes to
your child?
a. Describe a situation when you felt your input was
undervalued.
b. Describe a situation when you felt your input was
completely valued.

2

7. If you could point out three things that you believe hinders
a parent-teacher relationship, what would they be? Please
explain why you chose these reasons.

4,5

8. Tell me what you think would make collaboration better
between parents and teachers.
9. (If more than one suggestion) Which suggestion do you
think is the most important? Why?

4,5

Procedures Used in Data Collection
Data collection for this study occurred through interviews designed to explore the
lived experiences of special education teachers and parents of students with ASD. Before
the research began, the researcher followed several essential procedures: (a) obtained a
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letter of support from the superintendent of schools in the district where the study took
place, and (b) sought and was given approval from the St. John Fisher College
Institutional Review Board (IRB) to conduct this study within the school district. Once
approval was received, and based on the letter of written support from the school district
superintendent, the researcher began to reach out to potential participants.
At the time of the study, the researcher had 14 years of experience working in the
school district used for this study. Throughout this time, the researcher had developed
and maintained relationships with district employees. As a result, the researcher had
personal and professional contacts that could be used in connection with this study.
Based on meeting this study’s qualifications, the researcher emailed an
introductory letter (Appendix D) to the qualified teacher participants. As teachers
responded to participate, they were sent a follow-up letter (Appendix E) to schedule the
interviews as well as the adult consent form for participation (Appendix F).
Because the cohort classes did not only teach students with a diagnosis of ASD,
the researcher sent an introductory letter (Appendix G) to the parents of students in the
cohort using professional contacts to obtain information regarding the qualifications of
participating in this study. The researcher did not receive enough participants, therefore,
serial referral sampling was used to recruit additional participants. The researcher asked
the special education teachers to send the opening email (Appendix H) with attachments
of the introductory letter for this study along with contact information. The parents’
qualifications were to (a) have a child diagnosed medically with ASD and (b) have a
child enrolled in one of the cohort classes for 2 years or more. Once the parents emailed
the researcher, the researcher sent a follow-up letter (Appendix E) to schedule interviews
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and an adult consent form (Appendix F) acknowledging participation and confidentiality
in the interviews as attachments via email. Once all documents were received, the
researcher contacted the participants at least 48 hours before the scheduled interview
times to confirm the dates and times and the qualifications needed to be a part of the
study. Once the meetings were confirmed, the researcher sent the Zoom meeting
information for the interview to the participants.
The participants were asked to allow approximately 60 to 90 minutes for the
interview. For the research, the interviews were conducted via live video conference
using the Zoom platform. Before beginning each semi-structured, face-to-face interview,
the researcher collected the signed informed consent. To ensure data accuracy, the
interviews were also recorded using a digital device as a second source of recording. In
addition, the researcher took anecdotal notes in a journal to record noticed nonverbal
behaviors.
At the end of the interviews, the audio recordings were sent for transcription to
Rev.com. Once received back, the researcher reviewed the transcripts, made notes on the
transcripts, and began the coding process. The researcher employed three cycles of
coding to analyze the data. The interview transcript data were analyzed to identify
emergent categories and themes relating to the research questions for this study. Where
possible, the participants’ responses are presented in tables that correspond to the
categories and themes that emerged from the study’s data.
The study abided by a strict confidentiality code and the data is maintained
(written and recorded) in a protected environment. Before beginning the interviews, the
original names of parents, teachers, and schools were removed from the study’s onset,
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including the transcripts. In addition, each participant was given a pseudonym to protect
their identity. Confidentiality was the primary concern for this study, and the minimal
risk (if any) to the participants might have occurred for the sake of the data collection. All
research data has been stored in a locked file cabinet or a passcode-protected laptop that
is only accessible by the researcher. Data will be retained for 3 years. Journal books,
transcripts, and notes will be destroyed by shredding 3 years after publication of this
work, and all electronic data will be erased from the computer hard drive using DBAN
software.
Procedures for Data Analysis
Creswell and Creswell (2018) outlined an overview of the data analysis process
that this study followed:
Step 1. Organize and prepare the data for analysis.
Step 2. Read or look at all the data.
Step 3. Start coding all the data.
Step 4. Generate a description and themes.
Step 5. Represent the description and themes. (p. 193)
The analysis process began when the interviews were completed and sent to
Rev.com for transcription. As the transcripts were received, the researcher compared the
transcripts to the original recordings to ensure the data’s accuracy. In addition, member
checking was used to obtain the participants’ feedback on the accuracy of their
experiences in the interview transcript. The researcher then annotated the transcriptions in
the margins with notes regarding nonverbal cues or any additional notes written during
the interview.
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The data were reviewed by the researcher using the three-phase coding process.
This included emergent or open coding, which came directly from the participants; axial
coding, which involved grouping codes in categories; and selective coding, where the
researcher focused on the main themes of the data (Saldaña, 2016). For this study, the
researcher used emergent coding to develop codes from the responses given rather than
starting with a mindset to elicit the codes directly from the participants (Creswell & Poth,
2018).
First, the researcher created a codebook that included codes, definitions, and
examples from the participant interviews. Once the codebook was completed, the
researcher reviewed the transcripts again, identified important segments, and applied the
appropriate codes to them. Once the coding was done, the codes were put into categories,
leading to themes that emerged from the categories identified.
By using thematic analysis, the researcher focused on identifiable themes and
patterns that emerged from the interviews. The significant themes pulled from the
research became headings in the findings section of this dissertation. Once the analysis of
the findings was complete, the conclusions were narratively written. Finally, the narrative
approach was used to create a detailed summary of the results.
When completing any study, validity is something that one wants to obtain by
following additional procedures. Creswell & Creswell (2018) stated that having an
external, independent auditor look over the entire project enhances the validity of a
qualitative study. This researcher sought an independent investigator who reviewed the
data to ensure consistency in coding and data analysis while providing an objective
assessment. This occurred once the study was completed and the data were analyzed.
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Chapter Summary
Chapter 3 outlined the methods that were used to collect data relating to
perceptions of collaboration of special education teachers and parents of children
diagnosed with ASD. The school district setting, population information, participants
needed, and collecting data were explained. The researcher began and completed the
interviews for this research in summer 2021. The interviews were recorded, transcribed,
and analyzed for common themes relating to collaboration and the relationship between
special education teachers and parents of children diagnosed with ASD. After the
information was reviewed and analyzed by the researcher, this study’s results are in
Chapter 4 along with recommendations in Chapter 5. The hope is that this research will
help encourage school districts to understand the need for collaborative efforts between
special education teachers and parents for a child diagnosed with ASD to have as much
support as possible.
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Chapter 4: Results
Introduction
This study examined the perceptions of collaboration between special education
teachers and parents of students diagnosed with ASD in the elementary setting. When
thinking about the relationships between special education teachers and parents in the
elementary setting, it is essential to learn about each group’s experiences with
collaboration. Special education teachers must find effective strategies to collaborate with
other professionals and parents to show students’ academic growth. Because parents are a
mandatory and critical part of a child’s educational plan, having parents actively engaged
in the school’s implementation and evaluation will likely enhance school outcomes
(Zablotsky et al., 2012). Engaging community partners can expand the school’s capacity
to improve parent engagement and satisfaction and address student outcomes.
Caregivers or parents serve a vital role in the education of students with
disabilities. For that reason, schools should undertake efforts to encourage caregiver
involvement and to facilitate meaningful home–school partnerships that will ultimately
benefit the students (LaBarbera, 2017). Educators who work with children diagnosed
with ASD have a significant influence on how families are active in the collaborative
process. Therefore, research needs to explore the attitudes and practices of those who
work with children with ASD and which of these practices has a more significant
influence on parental involvement (LaBarbera, 2017).
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Research Questions
This study’s findings give insight into the participants’ perceptions and they
provide recommendations to bridge the gap of collaboration between special education
teachers and parents of children diagnosed with autism. The research questions that
guided this study are:
1. From the lived experiences of the special education teachers, what are the
factors that facilitated collaboration between special education teachers and
the parents of children diagnosed with ASD?
2. From the lived experiences of the parents, what are the factors that facilitated
collaboration between special education teachers and the parents of children
diagnosed with ASD?
3. From the lived experiences of the special education teachers, what are the
factors that presented challenges to collaboration between special education
teachers and the parents of children diagnosed with ASD?
4. From the lived experiences of the parents, what are the factors that presented
challenges to collaboration between special education teachers and the parents
of children diagnosed with ASD?
5. What are the consistent similarities and significant differences found in the
collaborative relationships in the lived experiences of special education
teachers and the parents of children diagnosed with ASD?
Data Analysis and Findings
The purpose of this qualitative phenomenological study was to investigate the
perceptions of collaboration between special education teachers and parents of children
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diagnosed with ASD in the elementary setting. This research study explored the lived
experiences of five special education teachers and five parents of students diagnosed with
ASD. All 10 of the selected participants, at the time of their interviews, either were
employed or had children enrolled in the same school district that was used for this study.
Research Question 1
From the lived experiences of special education teachers, what are the factors
that facilitate collaboration between special education teachers and parents of children
diagnosed with ASD? After analyzing the data from the five teacher participants, two
themes emerged. The themes are communication and engagement. Table 4.1 describes
the codes, categories, and themes that emerged from the interviews conducted. Table 4.2
shows the frequency of the special education teacher participants’ responses relating to
certain categories within the theme relating to Research Question 1.

Table 4.1
Codes/Categories/Themes – Evidence to Support Teacher Perceptions
Code

Category

Parent counseling, give parent resources, education,
guidance, helping parents understand, modeling for
parents, advocacy, parent following through with
teacher recommendations

Supporting parents’ needs

Phone calls, parent/teacher conferences, open-door
policy, check-ins, reporting, use of communication
apps, texts, emails, school newsletter, reporting
positive and negative behaviors, communication log

Home–school connection

Respect, willingness to work together,
understanding, cooperation, familiarity,
understanding of home life/responsibilities

Dynamics of relationships

Field day activities, class parents, school
celebrations, invite the parents into school, class
activities, school events

Participation in school events

Theme

Communication

Engagement
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Table 4.2
Frequency of Teacher Participant Responses
Categories within themes

Participants
T1

T2

T3

T4

X

T5

Total

X

3

Supporting parent needs

X

Home–school connection

X

X

X

X

X

5

Dynamics of relationships

X

X

X

X

X

5

Participation in school events

X

X

X

X

4

Communication. When reviewing the parent participant data relating to Research
Question 1, most of the participants identified characteristics that related to the theme of
communication. The teacher participants all felt that communication with families was
essential, even though they worked in different buildings within the district and taught
students on various levels of the autism spectrum. Communication allows for information
to be clearly understood and exchanged between special education teachers and parents.
When communication works well, the special education teachers can keep families
abreast of school happenings, class events, and student progress. As illustrated in
Table 4.3, support and home–school connection were seen by the researcher as emerging
categories within the theme of communication.

Table 4.3
Categories and Identified Teacher Participants for Communication
Communication

Participants
T1

Supporting parents’ needs

X

Home–school connection

X

T2

T3

T4

X
X
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X

X

T5

Total

X

3

X

5

Supporting Parents’ Needs. Three participants identified supporting parents’
needs as a means to facilitate collaboration. These participants felt that if they were able
to support parents of children diagnosed with autism, it would foster a collaborative
relationship between the families and the teacher. T1 felt that if teachers can support
parents with the understanding of their child, school services, and advocacy, it would
improve the students’ outcomes. When asked about what they think the phrase
collaborative relationships mean, T1 stated, “The phrase collaborative relationships
makes me think of helping parents, supporting them with their needs in school and at
home.” T3 also agreed that supporting families was necessary,
Because they don’t always have a strong support system . . . but we are the
families support a lot of the time. So, I think it’s really important to me to be there
for them. Not just in school but outside of here, you know? We have to support
the whole child and that includes families too.
T5 strongly believed that support is the key to a working relationship with parents. T5
gave a detailed response to interview question 1,
To me, it is working with parents and having open conversations with them about
their students’ needs and their abilities and what parents can do at home and what
I can do in the classroom to best support students . . . but, really, just working
with them to best support their kid. I would like to think I help them. Or at least I
try.
Home–School Connection. All the participants believed that the home–school
connection is essential when working with parents of children diagnosed with autism. T1
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felt that schools are a place of structure and that there is not the same structure when
students leave school, which can interfere with a child’s growth. T1 went on to explain,
I’m very in tune with being in communication with my parents to know what is
happening at home. For the parents that don’t take the initiative to be involved, I
do my due diligence to get them involved. You need to be speaking to someone,
especially when they [students] can’t tell you how their day was at school. If they
can talk to me, we can keep each other in the loop.
T2 explained,
If I am ever working on a program or something that would be beneficial towards
students behaviorally, I try to include them [parents] in it. I let them know what
steps I am taking to see if there’s something that we can kind of overflow into the
home environment.
T5 had similar thoughts and found that it is important to make a connection with
families “by being available at all times to help families—not only in school but at home.
I want parents to feel comfortable enough to say, “you know what, let me call [redacted
name].”
When explaining ways that work for including parents in the classroom when they
can’t be physically present, T4 stated the following:
In the beginning, we did use communication notebooks, phone calls, parentteacher conferences. I’ve always been easily accessible. Phone calls, messages. I
use Remind now. So it’s almost like text messaging. We send pictures. They
[parents] will send us pictures. They’ll message us about whatever happens over
the weekend.
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T3 always made herself available for families to be able to communicate. “My
parents know that I don’t care if it’s during the school day, I don’t care if it’s after school,
night; they know that they can contact me because I think that’s so important.” T3
emphasized, “They’re [parents] telling us what they know and what information they can
give us to help us work with the child. That’s even better. That’s going to help us help the
child in the classroom.”
Engagement. The special education teachers felt that having engagement within
the school environment is important to facilitating a collaborative relationship. Being
actively involved allowed both groups to exchange information, often and visually, to see
what is happening with the child. It also provides for communication with the classroom
teachers and other staff members who service students’ needs. Families should feel
welcome and comfortable working with special education teachers throughout the school
year to help their child’s academic growth. Table 4.4 shows the categories and identified
teacher participants for engagement.

Table 4.4
Categories and Identified Teacher Participants for Engagement
Engagement

Participants
T1

T2

T3

T4

T5

Total

Dynamics of relationships

X

X

X

X

X

5

Participation in school events

X

X

X

X

4

Dynamics of Relationships. The teacher participants in this study addressed the
importance of the dynamics of relationships with families to collaborate when working
with children diagnosed with autism. T1 stated, “I explain the plans; ‘your child should
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not be coming to school,’ repeatedly, every day, and you do not know who’s who, and
who’s dealing with them.” Having that relationship with the teacher and the team that
works with students allows for familiarity and an exchange of strategies to help the child.
P4 found that “working together, whether it’s with parents, with therapists and teachers,”
is essential for success. In addition, T4 described a situation with potty training that went
well because she had a good relationship with a parent,
So, it was a big deal, and I think it works so well, just because of that reason,
because we teamed up, and she was willing to do what I said and follow through
on her end. And I would ask “her how did it go? Tell me what you did, how did
you do it, give me your feedback.” And I would tell her things, “I wouldn’t do
this, or I would do this.” Or “let’s cut off some liquids at a certain time” and
things like that. And yeah, I mean, I solely think he was successful because of
that.
When asked about successful relationships, T2 expressed,
Some parents view me as a partner in their child’s education, which I kind of
value. Because, to me, those parents that do view me that way, what I perceived
them to view me as that, they really worked with me. They ask for my
professional advice, as well as I take some of their suggestions and insights. They
see things that I don’t and vice versa. And we actually work together as a team to
see what works, what doesn’t work.
T5 also agreed that parents should have a relationship with the teacher and the
school building because the ties allow for “working with parents and having open
conversations about students” needs.
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T3 elaborated on the importance of relationships when parents are burdened or
overwhelmed at home. T3 went on to explain,
They get to the point where they are really overwhelmed. They don’t know what
to do . . . so it’s like, who do they go to for advice? Even if you have to call me
and say, “[redacted name], I’m so frustrated, what do I do in this situation?” I like
to keep that line of communication open, so, therefore, they have someone.
Participation in School Events. Four of the five teacher participants agreed that
participation from families in schools is significant. While participation can be homebased or school-based, it must happen to engage the school. Participation should include
school-wide events and activities that foster relationships even outside of the classroom.
T1 explained ways in which parents come to school to participate:
I’ve done field day activities when I’ve gotten permission from supervisors to do
activities outside. We have holiday celebrations to represent and teach children
about the different cultures, the different holidays that we celebrate with them and
through[out] the world. I try to get parents involved to whatever capacity that they
can be effective in their child’s education. It really makes a difference.
T2 also mentioned that parents were invited to be a part of school activities in the
classroom and they had an “open line of communication.” T3, pre-COVID, allowed for
families to be a part of the classroom setting at any time to participate in “lessons so they
know what to do at home.” T5 responded to Research Question 1 by including providers
of a child’s team in the response, “anybody who’s on the child’s team should be working
to build relationships with parents. We don’t want parents to feel left out.”
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Research Question 2
From the lived experiences of the parents, what are the factors that facilitate
collaboration between special education teachers and the parents of children diagnosed
with ASD? After analyzing the data from the interviews, two themes emerged: inclusion
and communication. Table 4.5 describes the codes, categories, and themes that emerged
from the data. Table 4.6 shows the categories and frequency of the parent participants’
responses that emerged during their interviews to collect data for Research Question 2.
Table 4.5
Codes/Categories/Themes– Evidence to Support Collaboration
Code

Category

Theme

IEP meetings, review of the program, related service
providers, meeting members, parent meetings

Legal mandates

Goals and targets for students, student updates, reports,
transparency

Shared information

Listened to me, suggestions used, parent class visits,
needs of parents, addressed my issue, feeling safe

Addressing parent
concerns

Contacts, email, text, visited home, updated all the time,
ClassDojo, newsletters

Home–school connection

Parents as partners, work with me, help, make things
easier, be in tune, felt good to have her

Teacher support

Inclusion

Communication

Table 4.6
Frequency of Parent Participant Responses
Category

Participants
P1

P2

Legal mandates

X

Shared information

X

X

Addressing parent concerns

X

X

Home–school connection

X

X

Teacher support

X
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P3

P4

P5

Total

X

X

3

X

X

4

X

X

4

X

X

X

5

X

X

X

4

Inclusion. Inclusion emerged from the parent participants expressing the need to
be included in their children’s education. The experiences with inclusion varied from the
participants with some having positive experiences and others having negative
experiences. However, there was a strong desire to participate in the educational process,
primarily because of autism. When students are diagnosed with a disability, parents are
legally mandated to be a part of the child’s educational journey because of IDEA.
Schools are required to invite parents for IEP meetings and to partner with the parents on
goal setting and to put into place services that would be best for the child. Table 4.7
shows the categories and identified parent participants for inclusion.

Table 4.7
Categories and Identified Parent Participants for Inclusion
Inclusion

Participants
P1

P2

Legal mandates

X

Shared information

X

X

Addressing parent concerns

X

X

P3

P4

P5

Total

X

X

3

X

X

4

X

4

X

Legal Mandates. Mandated by special education law, parents have every right to
be a part of their child’s education. P1 stated that they had been a part of “over 50
meetings because I call them myself.” P1 had an advocate that also attended meetings to
“be able to explain and help to get my child the things that he needs. I really want the best
for my child, so I have to have an advocate to help get those things.” P3 made sure they
attended every meeting, along with the father of the child, so they both can “learn what
the school will be offering my child.”
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When responding to Research Question 2, P5 described a meeting in detail that
they attended,
We typically meet with teachers: his classroom teacher, general education teacher,
the special education supervisor, any related service providers. And they let me
know; first we start with any questions that I may have. They talk about his
progress throughout the year. And then they go through their clinical reports,
letting me know what goals have been targeted and his progress towards those
and what they will continue working on, where they’re trying to, what direction
they’re trying to take him in, what they would like to see from him. And then they
asked me if I have any questions about that, if there’s anything to change . . . or
outside assistance I may need.
Shared Information. Four of the five parent participants viewed shared
information as essential to inclusion. P1 discussed the need to “call several CSE meetings
throughout the year to help manage behavioral goals, to manage educational goals.” P1
explained an IEP meeting was held that they were a part of, and it was “pretty productive.
I was able to receive information about my child’s testing that was helpful to me.” P2
also attended an IEP meeting and was “satisfied with the meeting. I spoke about my
concerns and the teacher told me what happens in the class.” When asked about the IEP
team in the school of the child, P3 stated:
Every single part of the team that has been working in order to choose the IEP and
the services for my son, so far, has been very helpful and very great with me. And
they always give me advice on what to do and what they think I should be doing
in order for me to be able to help him some more.
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P5 stated, “I feel teachers collaborate with me because I’m willing to work
collaboratively. I feel that I get more information from them. . . . I just think that
relationship is fostered by just more information being shared between both parties.”
Addressing Parent Concerns. The parent participants of this study agreed that
teachers who addressed their concerns helped to make their relationship better. P1
discussed various relationships they had with the teachers. Because P1 was concerned
about their child’s needs, they recalled an experience with a teacher:
He was so open and to the point. I came in and helped make a functional
classroom for my son, and he allowed me to do so. We talked about sensory,
having a sensory block in his day for all kids, not just mine. He was open to that. I
was able to talk to him throughout the year about everything. He was amazing
with that.
P2 also had a positive experience with a teacher recalling, “He has held on to her
like a second mom. He feels safe with her, which I absolutely love. After hearing [of] my
last experience, she was so wonderful.” P4 described a time in which they felt the teacher
addressed their needs stating, “I felt really valued that he took the time out to figure that
out for me so that my son will be set for success next year, and just around the mix of
other kids that won’t set him off.”
P5 explained that during the global pandemic, “teachers were accessing my needs,
as well, and not only my child’s.” P5 went on to state, “that the more I share with them,
the more apt they are to listen to me.” Table 4.8 shows the categories and identified
participants for communication.
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Table 4.8
Categories and Identified Participants for Communication
Communication

Participants
P1

P2

P3

P4

P5

Total

Home–school connection

X

X

X

X

X

5

Teacher support

X

X

X

X

4

Home–School Connection. The home–school connection was highlighted by the
parent participants as an important way to facilitate collaboration. For example, P1
discussed a teacher who went out of her way to help her child:
She actually came to my house to visit with [name], the ABA therapist, so they
could talk about behavioral goals, and that never happens. Not in the world that I
live in. It just doesn’t happen. So the experience was amazing with her. She
helped bridge a gap that was needed.
When thinking about ways the school reached out to the parent, P2 stated:
If there’s a situation and they come to me, or we have to communicate in any type
of way, it is taken gratefully. They appreciate the input, and I appreciate their
input. We team up to see how to better the situation and how to help him. So the
feedback, it’s amazing from both ends.
At times, toileting can be difficult for a child with autism. P3 described how the
teacher listened to her issues and they made a plan of action for toileting for her son:
Potty training was a big problem for us. I was trying at home and nothing would
work. I spoke to the teacher and he came up with suggestions that would work
both at home and at school. That was a hard time, but his plan ended up working.
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I followed through on my end and he did on his. We kept in contact via text or
calls and it made a huge difference.
From P4’s interview the parent stated:
So, when he got to his first grade teacher, this teacher really worked with me to
get my son’s behavior together. The teacher gave me his number, so I could text
him any time. He kept me updated all the time, and any concerns I had as far as
his behavior, I would let the teacher know and he worked on it. He really worked
with me to get my son to where I wanted him to be.
P5 referenced teacher communication as a way to promote home–school
connections. P5 explained, “Notes have been coming home, notes using email, text
messages. So, that has been wonderful because I do want to know what’s happening in
the classroom.”
Teacher Support. In addition to home–school connection, teacher support was a
category that emerged from the parent participants’ data. Some participants noted that
they felt supported and respected by the teachers. In speaking about the positive impact a
teacher had with her child P2 stated:
He did a complete 360 within the first 3 months because of the support that we’ve
had with [teacher]. She always puts him first. It’s always what [is] best for him.
She supports us inside and outside of school. So, I think having that relationship
and foundation has bettered him on his journey.
In summing up her experience, P2 concluded,
So far, through all the years, that he has been in school, I think that teacher has
impacted us, because it’s also made my job a whole lot easier being a parent to
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him. . . . I go to her a lot . . . and she’s always there . . . and I think she’s
absolutely wonderful. Just an all-around person, teacher; everything.
P3 stated that she had not had a teacher show her lack of empathy because of her
involvement with her child. P3 stated,
If something needs to be done for my son, or it’s something that I’m looking for
in order for me to be able to get him any services . . . I will be knocking on
somebody’s door or going to somebody’s office or emailing someone. When I do,
I get the help I need to help my son.
P3 also expressed that when they did not know or understand something, they
“felt comfortable going to the teacher and asking for clarification. I have had really great
teachers who helped me understand my child’s needs.” P5 mentioned having great
support from teachers who would explain “all those terms and things that they would say
at the meetings. I think sometimes they do that to confuse the parents. But having
someone help me along the way is so great.”
Research Question 3
From the lived experiences of special education teachers, what are the factors
that present challenges to collaboration between special education teachers and parents
of children diagnosed with ASD? After analyzing the data from the interviews, three
themes emerged. The themes were lack of trust, availability, and parent education.
Table 4.9 describes the codes, categories, and themes that emerged from the data.
Table 4.10 shows the categories and frequency of the teacher participants’ responses that
emerged during their interviews to collect data for Research Question 3.
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Table 4.9
Codes/Categories/Themes – Special Education Teachers’ Perceptions of Challenges to
Collaboration
Codes

Categories

Mother offended, not my biggest fan,
combative, closed-mindedness, denial, not
going to work, defensive, refusing help,
noncompliant, blames me

Adversarial
relationships

Language barriers, mandated reporters, will
report parents, neglect, bad experiences in
the past, difficulty

Apprehensions

Themes

Lack of trust

Schedule conflict, work hours, difficult to
make time, “don’t have the time, busy, other Time
responsibilities”

Availability

Does not show up, no calls, phone off, no
email, busy, cannot reach them

Limitations of
connections

Experience, parents do not understand, not
aware, help parents, unknown resources

Inadequate parent
knowledge

One step then stops, lack of follow-through,
carry over, listening to the teacher, applying
skills

Consistency at home

Parent
training

Table 4.10
Frequency of Teacher Participant Responses
Categories

Participants
T1

T2

T3

T4

T5

Total

Adversarial relationships

X

X

X

X

X

5

Apprehensions

X

X

X

X

4

Time

X

X

4

Limitations of connections

X

X

X

Inadequate parent knowledge

X

X

X

X

X

5

Consistency at home

X

X

X

X

X

5

X
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X

3

Lack of Trust. The first theme to emerge from the data gathered for Research
Question 3 was lack of trust. When working with families of children diagnosed with
autism, teachers expected families to trust them; however, that is not always the case. The
majority of the participants stated that trust is an obstacle they were trying to restore
while building relationships. Within this theme, the categories included negative attitudes
and fear. Table 4.11 refers to the teacher participants whose responses show how the
theme of trust presented challenges to the collaborative relationships with the parents.

Table 4.11
Categories and Identified Participants for Trust
Lack of trust

Participants
T1

T2

T3

T4

T5

Total

Adversarial relationships

X

X

X

X

X

5

Apprehensions

X

X

X

X

4

Adversarial Relationships. In alignment with Research Question 3, all of the
special education teachers reported feeling that adversarial relationships hindered the
collaborative relationships with parents. For example, T1 described a time in which help
was offered for a child, “When we did donate things, and we gave it to him, the mother
almost got offended. She just was very noncompliant for taking the help.” T1 further
elaborated on her experiences with this parent when asked about the detailed experience:
Like I said, I give all my parents my phone number and email, so they [can]
communicate on their time because everyone’s schedule doesn’t intertwine. She
would just get offended. You know, “ya’ll always trying to do something to me or
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my kids.” She just went to defense, and there was nothing I could do because all
I’m trying to ask is if you need help.
T2 had experiences with negative behaviors in which it was stated, “it doesn’t
matter what you say or suggest. It’s one of those people that kind of overtalk you, even
when you are trying to get something done.” When asked about challenges to
collaboration, T3 responded,
Some parents are in denial a little bit, not accepting what the school or whoever is
working with the child is trying to offer or trying to give help. They’re almost
refusing the extras that you’re trying to do because they feel like, “Oh, my child
doesn’t need that. Oh no, this is not necessary.” They almost feel like on the
defensive with you . . . or they end up avoiding you.
T4 also had parents present attitudes that affected the teacher-parent relationship.
P4 stated, “I have a parent that could take or leave me. We expressed concern to her. We
reached out to her . . . but she always had an excuse but never really took full
accountability for her lack of effort.” T5 recalled, “I have one student whose parent is
not, I would say, not my biggest fan and is often combative with what I suggest or will
ignore anything I suggested.”
Apprehensions. In alignment with Research Question 3, the special education
teachers felt that apprehensions were factors in building relationships with families.
When speaking on collaborating with parents, T1 mentioned fear in parents knowing that
teachers are “mandated reporters and there are certain actions that we have to take.” T3
discussed that comfortability for parents is lost when working with teachers by stating,
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They’re not as open with you. I feel like with our community, too, sometimes
because so many things can go on, whatever in the household, their experiences
with schools in the past, or with other figures that can become involved because of
the school, for instance, maybe social services or maybe police or things like that,
they want to keep you at a distance because they might not trust you.
T2 discussed how they had a conversation with a parent and because of “bad
experiences in the past with teachers, sometimes parents are closed off to new teachers.”
T5 recalled an experience with a parent about a Zoom session for her child.
And I think we had just went back on Zoom. She felt like Zoom was not working
for her son. Basically, I had to tell her in a professional but fed up way, that she
didn’t give it a chance. . . . “I’ve asked you for 15 minutes (a day), . . . but you
haven’t even given it a chance to say this doesn’t work.” So, that’s kind of been
my eyesore. I don’t want to say failure because I know I’ve done right by him.
But it’s very disappointing when your efforts don’t go anywhere.
Availability. Another factor that the teachers felt hindered the collaborative
relationships, according to the data in this study, is availability. This includes the time
that parents had to spend in the school building, collaborating with professionals and
working at home with students. Without being able to make the time to be involved in a
child’s school life, it could negatively affect the child’s academic growth. Table 4.12
shows the categories and identified participants for time.
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Table 4.12
Categories and Identified Participants for Time
Availability

Participants
T1

Time

X

Limitations of connections

X

T2
X

T3

T4

X

X

X

X

T5

Total
3

X

5

Time. Within the category of time, key codes emerged such as schedule, conflict,
difficulty, and busy. These are some of the codes in which the special education teachers
used to describe how collaboration might not be successful. T1 discussed teacher work
hours compared to parent hours, “We work 8 to 3. It’s hard for parents to reach out or
contact us during the school day, and then, at night, they have other children at home.”
T3 also mentioned family dynamics:
Sometimes . . . but it could be you don’t know what’s going on in people’s life.
They might be a single parent . . . I try to tell other teachers sometimes “don’t take
stuff personal all the time. Because when you are home, you’re dealing with your
child with all of these needs, and you’re dealing with the household things. They
might have other children there. They have dinner to make and they have other
things to do.”
T4 furthered T3’s idea by adding that home life and work stop parents from
engaging with them, “I want to say sometimes if a parent is working . . . they don’t
always have the time to communicate with you.”
Limitations of Connections. When thinking of communicating with parents, the
special education teachers and the parents should be able to connect with one another.
While it is not always reasonable to talk to a teacher during the school day, contact
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should be made when possible. At times, this can be challenging. When asked about how
they contact parents, T1 mentioned various ways to try to reach parents but stated, “I give
all my parents my phone number, and email so that they can communicate on their time,
but even then, they won’t contact me.” T2 spoke about having no contact with parents at
times because “some parents leave everything on me.”
T3 had also had experiences of not being able to contact parents to communicate,
adding:
How do you understand what is going on with your child? And then when we call,
you don’t have a working number, and you don’t give us the updated number.
Even the school secretaries don’t have it. They don’t provide us with updated
stuff. It’s hard to get to them. It can be ridiculous.
Another limitation to connection can be language barriers. T4 listed “culture or
language barriers” as ways to limit parent collaboration. T5 also agreed that language
barriers often deterred parents from speaking with teachers, not knowing that there were
resources available such as translation services to help facilitate communication. These
teacher participants found it important to contact parents and make connections; however,
some parents did not give accurate information nor check in with the school to find out
what was happening with their child. Table 4.13 shows the categories and the identified
participants for the parent training.
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Table 4.13
Categories and Identified Teacher Participants for Parent Training
Parent training

Participants
T1

T2

T3

T4

T5

Total

Inadequate parent knowledge

X

X

X

X

X

5

Consistency at home

X

X

X

X

X

5

Parent Training. Another theme that the special education teachers believed
causes a challenge to collaboration is lack of parent training. Though teachers expect
parents to know about their child’s disability, they often lack understanding of critical
information. Without parent training or parent education groups for families of children
diagnosed with autism, many parents may not know how to collaborate effectively with
teachers and schools.
Inadequate Parent Knowledge. All of the teacher participants believed that the
parents’ lack of knowledge in understanding autism was a factor that discouraged
collaboration. T1 felt “lack of parents education about what is available for their children
and . . . lack of opportunity they feel that they have to do something.” When discussing
what hindered a collaborative relationship, T2 stated, “lack of parent education or
resources.” T2 continued with, “I find a lot . . . that parents are not educated on the things
that are available to their child.” T4 and T5 both agreed that parent training and resources
should be available for parents more often. T4 believed,
Parents need parent training. I’m not saying how to be a parent but how to deal
with the diagnosis. If they don’t know about their child’s disability or how to get
things for them, it makes it really hard. There are so many different aspects and so
many different levels to it. There should be training on how to deal with behavior
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management, how to apply for services, what to look for, what to ask for, things
that are typical, and things that are not.
When discussing ways to get parents outside school resources, T3 discussed a
time when they had to push a parent to send in paperwork to an agency:
So, I have to say, “did you call them? Did you send it?” And then she’s like,
“listen.” And when the results start coming in, then it’s like “Oh, okay, now I see
why you were saying to do this and that.” Sometimes they just need a little push.
While not all the participants mentioned emotions, T5 stated, “I feel for some of
my parents. They don’t have the tools and the resources that they need to support their
student at home.” T5 continued:
There’s a lot of things you learn just from being a teacher from being in the
classroom that a parent isn’t going to know or see or have any experience with.
So, I think that is a really big piece and, like, training for parents with children
with disabilities is really important.
Consistency at Home. According to the five teacher participants, the parentteacher relationship requires consistency when working with students diagnosed with
autism. T1 spoke about the need for consistency between school and home:
We set standards and routines within the school day that we really need to be
implemented when they leave school. School can be a place of structure and
cohesiveness. And then, outside of school, is a just a free for all. It interferes with
the progress of the children.
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T2 mentioned, “I’ll suggest to the parent something, or a certain setting, or a certain
service that the child may benefit from . . . then the parent will say, “Oh, no, they don’t
need this.” T3 agreed by saying,
You have some that you feel like you tell them things to help them, and they may
value it, but for some reason, they just don’t use the information as if you would
want them . . . because it would be very valuable for them.
T4 described a time in which suggestions were made for toileting at home. When
trying to work with the parent, T4 stated that the parent assumed, “it’s not going to
work.” Ultimately, T4 was “disappointed with it; it wasn’t successful without their
carryover at home.” T5 stated,
I let them know things we’re working on in the classroom to make sure that we
can try to transfer it at home. It doesn’t always happen, but we try. . . . Some
parents are just like, “okay, like they’re at school now, you worry about them, and
I will worry about them at home.”
Research Question 4
From the lived experiences of parents, what are the factors that present
challenges to collaboration between special education teachers and parents of children
diagnosed with ASD? After analyzing the data from the interviews, two themes emerged:
insufficient teacher training and communication that is ineffective. Table 4.14 shows the
codes, categories, and themes that emerged from the data.
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Table 4.14
Codes/Categories/Themes – Parent Perceptions of Challenges to Collaboration
Codes

Categories

Stuck in old ways, see students as burdens,
annoyed, nuisance, brushing off, fell on deaf
ears, overwhelmed

Dispositions

Understanding of disability, no real strategies,
not detailed what to do with my child, not
trained, managing students

Teacher education

Lack of information, little attention to details,
misinterpretations, reach out to me, no contact
after work hours, days without talking to the
teacher

Insufficient
feedback

Dialogue, verbiage, too many words, felt
dumb, confused, break it down for me, expect
me to just know

Language usage

Themes

Teacher
training

Communication

Table 4.15 shows the categories and frequency of the parent participants’
responses that emerged during their interviews to collect data for Research Question 4.

Table 4.15
Frequency of Parent Participant Responses
Categories

Participants
P1

P2

P3

P4

P5

Total

Dispositions

X

X

X

X

X

5

Teacher education

X

X

X

X

Language usage

X

X

X

Insufficient feedback

X

X

4
X

4

X

3

Teacher Training. When analyzing the parents’ perceptions regarding factors
that presented challenges to the collaborative relationships, teacher training was a theme
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that came up throughout the discussions. As illustrated by Table 4.16, the participants
saw the dispositions and the teacher education as essential factors of teacher training.

Table 4.16
Categories and Identified Participants for Teacher Training
Teacher training

Participants
P1

P2

P3

P4

P5

Total

Dispositions

X

X

X

X

X

5

Teacher education

X

X

X

X

4

Dispositions. All five participants communicated that the dispositions of the
teachers, at times, hindered collaborative relationships. For example, when thinking about
relationships with teachers, P1 recalled an experience working with a particular group of
teachers:
The other teachers, not so much. They were more veteran. They were stuck in
their ways. They had an idea that they knew more than what I knew, and I’m the
parent. And it ended up not being a great relationship throughout the school year
for myself or him.
P2 and P4 described negative experiences with special education teachers. P2 shared:
I don’t feel she was compassionate. I don’t feel she had empathy. She wasn’t
willing to understand . . . I don’t feel she was there to help him. I felt like he was a
burden. She made it seemed like the problem was him and not the situation and
not looking at it. It seemed like every time we had a meeting, or I brought
something up to her, it was like she was annoyed.
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P4 described a situation in which she went to the child’s school, “I was trying to
let the teacher, and especially his TA, know what I do at home to get him to behave, get
him to listen, get him to do the things I want. And they kept brushing me off.” In
addition, P4 elaborated on negative qualities in a teacher that is not conducive to
collaboration,
When a teacher doesn’t show you that they care for your child, and if the teacher
is just rude. When the teacher just speaks in a nasty tone. I’ve experienced
teachers like that. They seem like they’re disrespectful. They don’t seem to care
about anything you say or doesn’t take into consideration anything that you say.
P2 expressed, “I felt like I was a bother. Even my seeing her face, you can tell she
was annoyed to see me like, “Oh what now?” So, you can tell. She didn’t even have to
say it, just her body movements, I can tell.” P2 concluded with, “I’m very much involved
in everything. I think sometimes they feel threatened by that because they might feel I
kind of overstep my boundaries.” Thinking about teacher intentions for training, P3
expressed,
Because a lot of them, I just feel like they go to school just because they want to
earn their money, but they really don’t like what they do. I just feel like it’s an
easy thing out to earn the money they want. So, I feel like if a lot of them go to
school because they really, really like what they will be doing after they finish, I
think our kids, then, will be in a better place.
As IEP meetings are a part of a child who is diagnosed with autism’s educational
journey, P3 recalled a meeting in which the teacher “looked like he didn’t even hear what

83

we were talking about . . . some of them looked like they were sleeping; like, they didn’t
want to be bothered.” Using experience and teaching training, P5 stated,
They may feel, “oh, well, I know this, I went to school for this. I know this.” Even
if you are the parent, I’ve studied this, and I know what to do. I’ve actually had
people tell me this. I know my child, and I know right from wrong. It is ridiculous
when these teachers feel like they are better than the parent.
All of the participants expressed similar experiences with attitudes working with special
education teachers.
Teacher Education. Four participants shared that teacher education affects
collaborative relationships with parents. In trying to create a successful special education
classroom for students, the parents described the special education teachers who lacked
the knowledge to be able to help their children in there settings. P1 explained a time in
which she visited the child’s classroom,
As I’m observing, I’m realizing that he is sitting in the back of the room. He
wears glasses. The work was definitely not modified to meet his needs. It was just
work on the board. It was not differentiated in any way, shape or form. The fact
that he was sitting in the back of the classroom as a student with glasses, was
problematic for me.
After speaking with the teacher about the ABA model, consistent with home
services, P6 added the teacher stated, “I’m not trained in that.” Even with P1 bringing in
resources to benefit the child, P1 stated, “it wasn’t used. It fell on deaf ears, as always—
and nothing was put into place.” Similarly, P2 elaborated on an experience with their
child:
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I kept telling them it was sensory overload. There were too many kids in one
small classroom, and he couldn’t process everything that was going on. So, every
time I mentioned that, they weren’t taking that into consideration. I guess they got
tired of me . . . and they put his desk in the hallway as a calming space. So, he
was totally isolated away from the other kids, away from everybody, making him
feel like [he] was bad, making him feel like it was his fault, and humiliating him
and making him feel he wasn’t worthy enough to participate with the other
children.
P2 summed up the experience by stating, “I just don’t think the staff at [school
name] was as prepared to handle [child’s name] and what he needed. They didn’t know.
They didn’t know how to handle it. They weren’t trained correctly.”
P3 also agreed that teacher knowledge was lacking, stating, “I just wish all
teachers, regardless of teachers that go to school to specialize with teaching kids with
challenges, and teachers and take the time to truly understand the needs of the child.”
When trying to collaborate with a teacher, P4 described a conversation with a
teacher that told them, “Oh, he’ll listen to you at home, but he’s not going to listen in
school. So, I don’t know why you are telling me this.” In describing their feelings about
this interaction P4 stated,
The teacher didn’t cater to his disability, I feel like. He had something where he
has to sit in the front, and the teachers like, “no he has to sit in the back because
he is disruptive.” And I feel like they just didn’t accommodate him. They didn’t
accommodate him at all.
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Communication. When analyzing the parents’ perceptions regarding the factors
that presented challenges to the collaborative relationships, communication was a theme
that was brought up throughout the discussions. As illustrated by Table 4.17, language
usage and inadequate feedback were seen by the participants as essential factors of
communication. Table 4.17 shows the categories and the identified participants for
communication.

Table 4.17
Categories and Identified Participants for Communication
Communication

Participants
P1

P2

P3

Language usage

X

X

X

Insufficient feedback

X

P4
X

P5

Total

X

4

X

3

Language Usage. When working with children diagnosed with autism, there are
many terms and definitions that one must understand to fully collaborate with others. In
addition, special education teachers should be cautious in the words they use when
speaking to parents. Out of five participants, four felt that the language used when
communicating with families was too challenging to interpret, which caused frustration
or inadequacies when speaking about one’s child. P1, P4, and P5 all referenced meetings
with teachers using specific terminology.
P1 described, at times, the need for an advocate, “when so many words are used
in those meetings, one may not understand.” P1 also added, “if you communicate with
me about my son’s behavior in a communication notebook, be mindful of the language
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that you use. Words like “attack” is a trigger word for parents.” In preparation for
meetings with teachers, P2 stated,
I have a notebook. . . . I like to write everything down, so I don’t forget, because
sometimes when you go into these meetings, you’re bombarded with all this
information and the terms, and you don’t know what they are talking about, so
you’re trying to retain everything. And then you forget what you’re actually there
for.
P5 highlighted that, “it’s important for parents to understand the process, to understand
what’s actually being said on the IEP, to know the terminology, to really feel like they’re
not out of the loop.” When receiving written information home or documentation, P3 also
admitted feeling “dumb.” P3 elaborated,
I opened a letter I received from the school, and I had no idea what I was reading.
It’s not that I’m uneducated, but those were some long words used. I saw my
child’s name at the top and didn’t understand what was happening. I just wish
someone would’ve broke[n] it down for me in simpler terms. I am going through
a lot just having a child with autism.
Insufficient Feedback. Three out of the five parent participants shared that
receiving insufficient feedback hindered the collaborative relationship between the
special education teachers and the parents. When addressing the need for communication,
P1 stated, “be open to communicate and not just let months and months and months pass
without telling me something. You should have been communicating all along positives,
some negatives, and some things that need to be changed.” Adding to this, P1 elaborated,
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I think that you need to be open and willing to inform me of what’s going on with
my child. I shouldn’t be the one calling you every week. “How’s everything
going? How’s everything going this week? Is there anything that you want me to
know?”
P1 concluded, “I’d like to hear from my child’s teacher, instead of me constantly having
to be the first person to communicate and be the constant communicator.”
When thinking of consistent modes of communication, P4 felt that special
education teachers need choices when working with families. P4 suggested,
I think having many ways to communicate more with teachers after hours, like
ClassDojo, it doesn’t have to be a phone number because I know that may be
personal, but just little apps where you can message the teacher. . . . I feel teachers
should let the parents know what’s going on in the classroom if they have issues.
While speaking about experiences with special education teachers, compared to
others, P5 stated, “but there are some teachers that we didn’t communicate with as much,
and it could have just been their personality style. I didn’t receive enough information
about what was happening in school.” P5 continued by suggesting,
Maybe we [we should] get a progress note monthly, instead of quarterly, not only
things that are negatively happening but anything good that is happening. Just to
shoot [to] the parent, maybe an email or text reminding the parents that you
maybe have office hours or times that you are available to speak if you need
anything or just would like to say something. I do like the ClassDojo that’s being
used in the classroom, but any type of communication platform, especially
electronic, now. Everything’s done on the phones and iPads, but mostly the
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phones. Any kind of app that can have a parent reach you quickly, and you can
reach the parent quickly as needed.
Research Question 5
What are the consistent similarities and significant differences in the lived
experiences of parents and special education teachers when it comes to the collaborative
relationships? After analyzing the data from the interviews, many categories emerged.
Table 4.18 describes the codes, categories, and themes that emerged from the data
relating to facilitating collaboration among special education teachers and parents.

Table 4.18
Perceptions of Factors that Facilitate Collaboration
Categories

Themes

Supporting parents’ needs
Special education teachers

Home–school connection
Dynamics of relationships
Participation in school events

Communication
Engagement

Legal mandates
Shared information
Parents

Inclusion

Addressing parent concerns
Home–school connection
Teacher support

Communication

When analyzing the perceptions of factors that facilitated collaboration, both
groups of participants revealed similar and different experiences. For example, similar
categories that emerged from both groups were home–school connection, support,
relationships, and inclusion.
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In addition to the similar perceptions, both groups identified different areas as
important to them. The parents felt that legal mandates and shared information were
essential, while the special education teachers felt that participation in school events was
necessary to facilitate collaboration. This is significant because educators must be able to
bridge the gap between what both groups consider important to facilitate collaboration
between the special education teachers and parents.
Similar Findings for Both Participant Groups. When reviewing the participant
data from both groups, all participants identified frequent and multilayered
communication as being crucial to successful collaboration. Both the special education
teachers and the parents believe that communication that is given in multiple ways, such
as technological apps, phone calls, emails, and invitations to assist in the school help,
facilitated positive collaborative relationships. In addition, giving and receiving adequate
and timely feedback was seen as necessary by the parents to know what was happening at
the present moment with their child. Home–school connection and support were
categories that were significant for both groups within the theme of communication.
Home–School Connection. The home–school connection emerged as a category
for both groups of participants after analysis. Home–school connections helped to foster
the communicative relationship between the special education teachers and parents of
children diagnosed with ASD. Exchanging information on a timely basis was seen as an
important factor when communicating.
As expressed by T2, “in my classroom, I always leave an open line of
communication, whether it be online resources, like ClassDojo or Remind. I have
constant communication with the parents . . . if they have issues or concerns.” P1 agreed
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with this statement from a parent’s perspective, “I want teachers to come to me. I have
found the best teachers are the ones who communicate often and make themselves
available.”
T3 elaborated on how she tried to include parents, “come on, you can come into
the class, you can do things, activities with the kids and all that, just to get everybody
involved.” T3 continued talking about keeping in contact with the parents:
We are pretty much a team. . . . “Oh, I get your child for 1 year.” I really try to
make it more personal than that, because, like I said, I like to make it lifelong.
Because I like to see my kids after they leave my class. I keep in contact with the
parents. I tell them, “listen, they might be leaving my class. However, you have
my cell phone. Call me anytime. I live in the community.”
In line with T3, P2 mentioned how the teacher kept in contact—even after school
hours—and how it was helpful, stating, “she’ll even check up on him outside of school,
‘hey, how’s my buddy doing?’ I love that.” P5 also had great teachers that listened and
responded regarding their child. P5 stated, “I do feel that I have been heard. Anytime I
have questions, they get back to me. I’ve never felt out of the loop or that I didn’t know
what was going on with him in school.”
Based on the data that emerged, the home-connection was significant in that both
groups considered it necessary for collaboration to work. Both groups wanted the support
of the other not just at school but at home as well. Children with special needs need
consistency, and it is important for there to be constant support through a home–school
connection. This supports the analysis in that both groups found that the home–school
connection was critical to positive relationships.
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Supporting Needs. Support emerged as a category for both groups of participants
after analysis. The support given to both groups helped create successful collaborative
relationships. Of significance, the parents expressed the need for teachers who
understood the responsibilities of the parents such as work schedules and other children
to care for in the home. The special education teachers expressed the need to have parents
who follow through at home with suggestions that they give that showed success in
school. The support can be in school or outside of school, but the value of having
support, according to the data, is beneficial and fosters relationships.
As expressed by T1, “we should help parents in any way that we can. The best
relationship I have had with parents is when I am able to help them whenever they need.”
T1 continued, “I want to support parents with their child.” T3 added to this idea by
stating:
Especially with the parents in our community; sometimes they get to the point
where they are really overwhelmed. They don’t know what to do. And they might
have a moment where something is going on and it’s just like, they don’t have
anybody to turn to because a lot of them maybe [do] not have somebody else who
has a child in their family like they do. They call me for advice and help, and I’m
always there.
P5 discussed support from a parent’s perspective when feeling overwhelmed, which
helped her tremendously.
I just think letting parents know something needs to be discussed and reminding
them because, you know, parents are busy raising kids, especially kids with
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autism; we’ve got a lot going on. It’s hard, you know. But some teachers are so
helpful and really do try their best. That’s all I can ask.
P3 elaborated on how having a supportive team was a wonderful experience. “It’s
like the whole crew. [It] has been very amazing to me and my family, especially my son.
They always look out for him and stuff like that.”
Differences in Findings for Participant Groups. While the participants shared
common experiences, they also had differences when it came to facilitating collaboration.
Inclusion emerged as a theme of importance, specifically to the parents of children with
special needs, while engagement was seen as a theme of importance to the special
education teachers. Inclusion was significant to the parents who felt strongly that if they
were included or invited to be a part of their child’s educational journey, it would greatly
benefit the relationship with the teacher. The parents suggested that they wanted to feel a
part of a team that worked together for their child to be successful. On the other hand, the
special education teachers felt that engagement with parents helped to facilitate
relationships. Based on the data from the participants, the special education teachers felt
that parents shied away from being involved in school-related activities because of
barriers such as language and inexperience with a child with a disability. This is
important so that special education teachers can find a way to encourage parents to want
to collaborate without feeling that they are not experienced enough to make a significant
contribution. Possibly providing parents with learning opportunities, such as goal setting,
special education terminology, or how to help a student with autism through home
workshops, may be extremely beneficial for including or engaging with families in the
school setting.
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Inclusion. The parent participants in this study felt that being included in their
children’s education is important for the relationship between the parent and the teacher
to be successful. While having a child with autism, it is necessary to feel a part of a team
working to produce positive outcomes at school. Legal mandates require parents to be a
part of the special education process, and all of the participants noted being a part of
multiple IEP meetings for their child. The parents also felt strongly that information
should be shared often and in various ways for the parents to be aware of the students’
learning in school.
Legal Mandates. Legal mandates are federal laws and regulations that relate to
special education. Many parents felt that by understanding the legal laws, including
terms, language, and IEP meetings, they could facilitate a better relationship with the
special education teachers. The parents recognized that the better they understood the IEP
process, they more often they would be able to advocate for their child and collaborate
with the special education teachers effectively.
P1 began her response to Interview Question 2, by stating, “The IEP meetings are
important, so I know who’s working with my child and, so, the teacher and I have an
understanding of his needs.” P2 emphasized, “being in those meetings helps me feel like I
am a true partner in my child’s education.” In agreement with P2, P3 stated, “sometimes
at the meeting, that’s the only time I get to see my child’s teacher in person. So, it’s
important for me to be there and communicate with everyone.” P5 agreed,
I feel that IEP meetings are so important to building relationships with teachers.
You are able to see the entire team of staff members, but also you can follow up
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with the teacher about the goals on the IEP and see what works and what doesn’t
work.
Shared Information. The parents in this study believed that the sharing of
information was another important factor for collaboration especially with a child
diagnosed with autism. All five participants alluded to this conclusion in their interviews.
The more comfortable they felt knowing that they could talk to the teacher about their
child and receive information about what happened in the school, made the relationship
better. Sharing of information was significant because both groups of participants knew
what is happening with the child at home and at school.
To benefit the child, the special education teacher should know if things are
happening at home that are not ordinary. The parent should be made aware of what
happens at school needs to carry over at home. This dynamic is critical as children with
autism need consistency often, and by collaborating with each other, it can have a great
impact on the child.
Engagement. The theme of engagement emerged from the special education
participant data as critical to collaborative relationships. The participants believed that if
parents were more engaged with the school and teachers, it would benefit the
relationships greatly.
Relationships. Building and sustaining relationships was seen as an important
factor in collaboration. The special education teachers viewed relationships as essential to
success. All of the teacher participants mentioned experiences with families and having
great relationships. T4 found that “working together, whether it’s with parents, with
therapists, or teachers” was essential for success. T2 and T4 both described relationships
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that worked with parents. T2 described how parents “view me as a partner in their child’s
education.” This is important in relationship building to see each other as equals. T4
described a positive working relationship with a teacher that helped with toileting—not
only helping families with school needs, but home needs help with building relationships.
This was successful because the teacher and parent devised a plan together, and it was
fully executed at home and at school. T3 explained how parents may go home and be
overwhelmed, and she wanted them to feel comfortable enough to reach out to her at all
times.
Participation in School Events. According to the special education teacher
participants, having parents actively participate in their children’s education is another
significant factor to collaboration. Seeing parents work with students on class activities,
as T1 explained, such as a “field day” and cultural activities, helps get parents
participating in the school life of their child. T2 also invited parents into the classroom
and had an “open line of communication.” T3 emphasized, “we should be giving parents
many opportunities to assist us in the school setting. Their participation is needed
especially when working with children with autism.” While this was not a prominent
category for the parents, P1 did mention it:
I wish the schools provided more events just for children with special needs.
School-wide events are usually not for them. It would be nice [if] they were
included more into the fun activities they have for the other students. Like, there’s
no after-school program for my kid. I have to find programs outside of school for
him. It’s just hard. They should have their own events or activities.
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Based on this statement, the researcher assumed that while teachers were inviting parents
into school-wide activities, parents may not have felt welcomed to attend because the
events were not suitable for their child or relatable to a parent of a child diagnosed with
autism.
Table 4.19 displays the codes, categories, and themes that emerged from the data
relating to factors that challenged collaboration among the special education teachers and
parents.

Table 4.19
Codes/Categories/Themes – Perceptions of Challenges with Collaboration for All
Participants
Codes

Categories

Themes

Adversarial relationships
Apprehensions
Special Education Teachers

Time
Limitations of connections
Inadequate parent knowledge
Consistency at home
Dispositions

Parents

Teacher education
Language usage
Inadequate feedback

Trust
Availability
Parent training
Teacher training
Communication

When analyzing the perceptions of the factors that presented challenges to
collaboration, both groups of participants viewed this comparatively based on the
categories that emerged. A common theme in both groups that developed after the
analysis was training. Similar categories emerged as negative attitudes that both groups
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felt presented challenges. Additionally, some categories were more prominent for one
group of participants than the other. The parents felt that the language used and the
insufficient feedback were problematic, while the special education teachers believed that
fear and availability were challenges to collaboration.
Similar Findings for Both Participant Groups. Training emerged as a common
theme during the analysis of the data from both groups. Whether it was parent training or
teacher training, there was a concern about adequate knowledge from both sets of
participants. According to the data, the parents did not feel that the teachers were trained
appropriately to work with students diagnosed with autism, and the teachers thought the
that parents’ lack of knowledge about their child’s disability hindered the success of a
collaborative relationship.
Teacher Training. Most of the parent participants felt that teachers were not
knowledgeable enough to help their child successfully. Attitudes and knowledge were
seen as areas that provided obstacles to collaborative relationships. While the teachers in
New York State have to receive a degree from a teacher-preparation program and
certifications, based on the responses, much of learning how to work with students with
autism comes from “classroom experience.” T3 mentioned teacher experience being
“firsthand in the classroom. Those books don’t teach you the real deal.”
P1 described a teacher that their son had one school year, “she had no knowledge
whatsoever. My son learned nothing the entire year, and his behavior was out of control.”
P2 elaborated on a teacher’s attitude with her child,
He would come home and tell me the things that she would say or she would do.
And it just wasn’t right. That’s not how you treat a child. Any child in general.
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There’s a way to talk to children, and especially children with special needs that
need a little bit more help understanding why things are [the way they are].
P3 expressed feelings about why teachers want to go to school, “I just feel like
they go to school just because they want to earn their money, but they don’t like what
they do.” When speaking about teacher attitudes, P4 recalled an encounter with a teacher:
“They don’t seem to care about anything that you say.” In addition, P4 added, “the
teacher didn’t cater to his disability . . . and I feel like they just didn’t accommodate
him.” Accommodations and modifications are part of a child’s IEP and they should be
implemented fully because it is a legal document; however, most parents disagreed
accommodations and modifications were not taking place for their child.
Parent Training. Similar to teacher training, the teacher participants believed that
the parents were not knowledgeable about their child’s disability. All of the teachers
suggested that they could not have a working relationship with the parents when the
parents did not understand their child’s disability. Consistency and information were
elicited categories relating to parent training.
T1 used “lack of parents’ education” as a reason that many do not advocate for
their children. In addition, T4 and T5 agreed that parent training and resources should be
available for parents. In trying to encourage a parent to get outside help for a child, T3
stated, “sometimes you have to give them a little push” for them to advocate for what
their child needs.
Differences in Findings for the Participant Groups. After analysis, there were
categories that showed differences in perceptions as to what presented challenges to
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collaboration. The special education teachers saw trust and time as barriers while the
parents saw communication as a barrier to collaboration.
Trust. Trust was a theme elicited from the special education teacher participant
data relating to what factors presented challenges to collaboration between the special
education teachers and parents. From the data, the teacher’s felt that if parents did not
trust them to work with their child or believe that they could make the best decisions
while in their care, it would result in conflict.
Apprehension. Within the analysis, the special education teachers mentioned the
apprehension the parents had collaborating with teachers regarding social services and
being afraid that the teachers were mandated “reporters.” Being in a district with high
numbers of children receiving social service assistance, T3 added that because things go
on in a household, “they want to keep you at a distance because they may not trust you.”
In agreement, T1 stated that teachers were “mandated reporters, and there are certain
actions that we have to take.” In addition, the teachers alluded to the fact that the parents
may be fearful of the removal of services or their child potentially being taken away from
them.
Availability. Availability was a theme elicited from the teacher participant data
relating to what factors presented challenges to collaboration between the special
education teachers and parents. Within this theme, the categories of time and limitations
of connections were evident. The special education teachers felt that given the time
constraints and limited ways to reach the parents, was a major issue when trying to
collaborate with parents.
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Time. Based on their experiences, the special education teachers realized that
parents just making the time to be present creates challenges to collaboration. Being a
part of the school day, T1 mentioned the school day compared to parents’ work schedule
as, “we work 8 to 3. It’s hard for parents to reach out or contact us during the school
day.” In addition, the parents could have other responsibilities at home and could not
available during teachers’ hours. T4 added, “if a parent is working . . . they don’t always
have the time to communicate with you.”
When thinking of language barriers, T4 and T5 agreed that language
discrepancies caused a breakdown in relationships because they may be hard to maintain.
For some families that speak languages other than English, having this barrier caused
them to stay away from the school if they could not understand what was happening.
Limitations of Connections. From the data, the special education teachers alluded
to not making connections with families as being problematic. Some parents simply did
not have contact with the schools. T1 extended themselves by giving out personal
numbers and emails, yet “even then, they won’t contact me.” T3 questioned, “how do you
understand what is going on with your child? And then when we call, you don’t have a
working number, and you don’t give us an updated number?” T2 also referred to having
no contact with parents at times.
Communication. After analyzing the data, the theme of communication was seen
as problematic to the parents when building relationships with the teachers. Within this
theme, the categories of language use and feedback are present. While communication is
also seen as a common factor in facilitating relationships, it must be looked at how we
use communication. In many instances, it can present challenges.
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Language Usage. How special education teachers communicate with parents is
important to the collaborative relationship. If parents cannot understand the teachers’
vocabulary, this can cause frustration or a lack of parental eagerness to collaborate with
the teachers. Out of the five special education teacher participants, four strongly felt that
language contributed to the parents not collaborating as they should.
In preparation for meetings, P2 stated that they have to bring a notebook,
“because sometimes when you go into these meetings, you’re bombarded with all this
information and the terms, and you don’t know what they are talking about.” In
agreement, P3, P4, and P5 all felt unknowledgeable going into meetings, with P3
admitting to feeling “dumb.”
Insufficient Feedback. When communicating, the parents felt that they were not
receiving enough feedback from the teachers about their child. For the parents to know
the happenings of a child’s day, they must stay connected with the teachers. Timely
feedback was necessary, according to P1, who stated, “be open to communicate and not
just let months and months pass without telling me something.” Adding to this, P5 had
experiences with teachers who “we didn’t communicate with as much . . . I didn’t receive
enough information about what was happening in school.”
Summary of Findings
This study used a qualitative approach to gather special education teacher and
parent perceptions regarding factors that facilitated or presented challenges to
collaboration. The special education teacher participants were selected based on their
experience working with a cohort of students diagnosed with autism and because they
had valid New York State teaching certifications. The parent participants were selected
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based on their experience with a child diagnosed with autism within a cohort setting.
Semi-structured interviews were conducted to answer the five overarching research
questions. The open coding process resulted in a large amount of information outlining
the characteristics that were supported by the interview participants’ perceptions. Once
the codes were matched by commonality and categories emerged, the researcher
developed key themes to answer the research questions.
In terms of what facilitates collaboration between special education teachers and
parents of students diagnosed with autism, the findings from the perceptions of special
education teachers indicate the importance of supporting parents’ needs, home–school
connection, understanding relationship dynamics, and participation in school events. The
findings from the parents’ perceptions indicate the importance of legal mandates, shared
information, understanding parent concerns, home–school connection, and teacher
support. Communication was the common, overarching theme from both groups of
participants as being necessary to collaborative relationships. Based on the findings, both
groups felt that collaborative efforts work well for teachers and parents when there is
timely and intentional communication.
In terms of what created challenges between the special education teachers and
the parents of students diagnosed with autism, the findings reveal that the special
education teachers indicated adversarial relationships, apprehension, time, limitation of
connections, parent knowledge, and consistency at home as barriers to collaboration. The
findings from the perceptions of the parents indicate disposition, teacher education,
language usage, and insufficient feedback as challenges. Whether a teacher or a parent,
training is seen as the common theme that created the barriers to collaborative
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relationships. The data analysis revealed that both groups felt the other was not
adequately trained in working with a child diagnosed with autism. This, in turn, caused
difficulty in maintaining a collaborative relationship.
Chapter 5 discusses how these findings relate studies conducted and the literature
published about the topic of collaboration between special education teachers and parents
of students diagnosed with autism. In addition, the chapter discusses the limitations of
this study and recommendations for future studies.
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Chapter 5: Discussion
Introduction
Based on data from the CDC, one in 68 students in the United States have been
diagnosed with ASD (Developmental Disabilities Monitoring Network Surveillance Year
2010 Principal Investigators & CDC, 2014). For parents living with children diagnosed
with autism, advocating for their child presents a new reality in parenthood—often
unexpected and with more questions than answers (Foster et al., 2012). As the number of
children and youth identified with ASD increases, the need for parent and professional
collaboration is essential for students’ success (Schultz et al., 2016). Special education
teachers are becoming more frequently responsible for educating students with ASD.
Therefore, they must find effective strategies to collaborate with families to allow for the
additional educational opportunities that will help realize the full potential of their child.
Collaborative practices are the educators’ intentional efforts to create effective
partnerships with families (LaBarbera, 2017). Collaboration also helps the parent or
caretaker mitigate challenges in the home that may arise (Kayama & Haight, 2014).
Teachers can offer parents support and guidance in implementing strategies at home that
are effective in the school setting (Josilowski & Morris, 2019). Collaboration with the
school is of great benefit to parents, as it provides them with an opportunity to feel
supported while raising a child with autism and staying informed about the best practices
in the field (Lasky & Karge, 2011).
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This study identified the perceptions of special education teachers and parents’
lived experiences regarding what facilitates or creates collaboration challenges when
working with children diagnosed with ASD. In doing so, the researcher analyzed what
both participant groups found successful and what both found that was needed to improve
collaboration. The data results can be used to help school districts put strategies and
professional development in place to help facilitate collaboration with parents. The data
were compared based on categories that emerged from each participant group. Many
themes emerged from the data, and they are described further in Chapter 5.
The purpose of this study was to understand the lived experiences of special
education teachers and parents of students diagnosed with ASD in the elementary setting
relating to collaboration and to uncovering what facilitates or creates challenges to a
collaborative relationship. In addition, this study helped to form a comparison relating to
the differing experiences of special education teachers and parents as to what should be in
place to foster collaboration. This study answered the following research questions:
1. From the lived experiences of special education teachers, what are the factors
that facilitate collaboration between special education teachers and parents of
children diagnosed with ASD?
2. From the lived experiences of parents, what are the factors that facilitate
collaboration between special education teachers and parents of children
diagnosed with ASD?
3. From the lived experiences of special education teachers, what are the factors
that present challenges to collaboration between special education teachers
and parents of children diagnosed with ASD?
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4. From the lived experiences of parents, what are the factors that present
challenges to collaboration between special education teachers and parents of
children diagnosed with ASD?
5. What are the consistent similarities and significant differences in the lived
experiences of parents and special education teachers when it comes to the
collaborative relationships?
The participants for this study were special education teachers and parents of
children diagnosed with ASD. The study recruited participants from an elementary cohort
setting in a suburban school district north of New York City. All responding participants
met the criteria to participate in this study. The special education teachers needed to be
certified in New York State for teaching students with disabilities, and they had to have
taught in a cohort setting for 2 years or more. The parents of this study needed to have a
child who was medically diagnosed with ASD and had to have been in a cohort setting
for 2 years or more. The participants took part in virtual semi-structured interviews,
which allowed the researcher to collect data about behaviors. All of the questions posed
were directly related to experiences in a collaborative relationship. Additional probing
questions were used to gain clarity or to further elaborate on an experience that was being
discussed.
Before the interviews began, the researcher aligned the interview questions with
the research questions (Appendix C). After the interviews were conducted, Rev.com was
used to transcribe each interview. Following the transcription of the interviews, an indepth analysis of the data took place. The researcher used a three code-phase process to
interpret the data: open coding, selective coding, and axial coding. Open coding allowed
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the researcher to pull out keywords or phrases that were stated directly from the
participants. Following this, axial coding was conducted using descriptive coding. The
final coding round used selective coding to create themes from the categories found
based on the codes elicited from the transcripts. Once the coding process was completed,
the data showed that both groups had similar and different experiences in what they
believed facilitated or created challenges to collaboration.
Implications of Findings
The findings of this study represent the perceptions of special education teachers
and parents of children diagnosed with ASD in relation to what facilitated and challenged
collaboration. It uncovered similarities and differences between both participant groups
and offers recommendations for improvement. The implications of this study can be used
to best support school administration and school districts in creating professional
development for building collaborative relationships between special education teachers
and parents.
Research Question 1
Research Question 1 focused on the lived experiences of special education
teachers regarding factors that facilitated collaboration with parents of children diagnosed
with ASD. Two major findings emerged from the data.
First Major Finding for Research Question 1. The first major finding suggests
that special education teachers believe communication plays a vital role in facilitating
collaboration with parents. Being able to communicate with families and creating a
home–school connection was significant because all of the teacher participants expressed
this idea. Parents will not know what is happening in the classroom if information is not
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shared with them. When collaborating with parents, the special education teachers felt
that connecting with parents by having frequent and multilayered communication, such as
the use of email, phone, or technological apps, are beneficial. The participants suggested
that having open dialogue is critical for a teacher-parent relationship.
The special education teachers all felt that if the parents were able to understand
special education terminology and be able to advocate for their child, it would help them
with being able to talk to the teacher about concerns that they may be having with their
child. Being able to guide parents and assist them in understanding an autism diagnosis as
well as becoming advocates for their child creates an open door for collaboration and for
understanding to exist. Azad and Mandell (2016) analyzed a study that also suggested
that parents and teachers must communicate and work together to have common goals for
a child diagnosed with autism, and they need to work with each other on the child’s
specific concerns. Schools should create learning opportunities for families to become
familiar with special education language and be able to practice using it with teachers.
Second Major Finding for Research Question 1. The second major finding
suggests that special education teachers also believe that engagement is essential in
facilitating collaboration. While it may be more difficult for parents with children with
ASD, the special education teachers felt that showing empathy and promoting a
willingness to work together facilitates the engagement necessary for collaboration. The
special education teachers noted that parents may isolate themselves if they do not feel
supported or understood raising a child with autism. Life, work responsibilities, and
family needs may hinder a parent from participating, but the teacher participants agreed
that trying to engage with families should still be seen as important. Understanding that
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parents may not be able to engage when needed, special education teachers agreed that
they must provide other opportunities to allow for participation in a child’s education
such as hosting virtual events; creating PowerPoint presentations or videos, which can be
played back at various times; or allowing for flexibility when meeting with parents. This
supports the Benson et al. (2008) research that mothers reported using daily events, such
as car rides and grocery store trips, as opportunities to help their child learn.
Research Question 2
Research Question 2 focused on the lived experiences of the parents relating to
factors that facilitate collaboration with special education teachers while working with
students diagnosed with autism. Two major findings emerged as a result of the data
analysis.
First Major Finding for Research Question 2. The first major finding for
Research Question 2 suggested that parents feel inclusion helps to facilitate collaboration
with special education teachers. The parents agreed that they wanted to be invited to
school and feel like a partner with the special education teachers when it came to their
children. Legal mandates, such as IDEA, are significant because the parents felt that if
they were a part of the meetings that included related service providers, and they were
able to assist in creating and implementing goals and targets for their child, this would
help with the teacher-parent collaborative relationship. The parents stated that they
believed that being a part of the meetings helped them understand more about their
child’s needs and how they can help them to be successful. Collaboration allows for the
team to be in agreement when it comes to the goals and needs of the child. In addition,
the parents agreed that if their needs are understood, and a safe space was created for
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them to be involved in the educational practices for their child, it helps foster inclusion
and results in a positive relationship. Some parents noted that meeting with teachers or
school personnel at times had been intimidating. The participants acknowledged that if
the teachers allowed them to ask questions, make suggestions, and offer strategies to help
their child behaviorally, socially, and academically, it would help create a positive
environment for collaboration.
Second Major Finding for Research Question 2. The second major finding for
Research Question 2 suggested that parents feel communication plays an important role
when collaborating with special education teachers. All of the participants expressed the
importance of the home–school connection. The parents felt that when teachers keep
them updated on the happenings of the school and their child, whether through electronic
communications, newsletters, or phone calls, they felt more inclined to want to
participate. Having a multi-layered approach for communicating with families is essential
to collaboration. When teachers communicate with families, it allows parents to feel like
partners in the children’s education. In addition, the parents acknowledged that having a
supportive person to talk to about their child encourages collaboration.
Research Question 3
Research Question 3 focused on the lived experiences of special education
teachers relating to factors that present challenges to collaboration with parents. Three
major findings emerged after data analysis.
First Major Finding for Research Question 3. The first major finding for
Research Question 3 implied that lack of trust in special education teachers creates a
challenge for collaboration with parents. Many of the participants felt that the parents
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simply did not trust them based on preconceived notions or beliefs about their child. The
negative dispositions created challenges for a teacher to try to build a trustworthy
relationship with the parents. Overwhelmingly, all the special education teachers agreed
that parent dispositions related to working with them created challenges to collaboration.
For example, the participants’ experiences with defensive or combative parents often
create difficulties for the teachers. They also agreed there were other challenges
presented, such as teachers being mandated reporters, that created a challenge for the
parents. If a parent is neglectful because of the inexperience of having a child with
autism, the fear of having their child taken away results in trust issues with the teachers.
If the parents are able to communicate and acknowledge what they do not know, the
special education teachers can help provide them with the resources they need to support
the child. To combat these barriers, teachers must create a space that is free of judgment
and one that promotes empathy and compassion. Showing parents that a teacher truly
care about their child can open the door to trust. Reassurance is important for parents and
knowing that the child’s teacher has their child’s best interest at heart is essential to a
trusting relationship. This, in turn, also helps with the lack of trust parents have with
knowing that a teacher is a mandated reporter. Parents would feel more comfortable if
they felt that the teacher was trying to help them instead of harm them.
Second Major Finding for Research Question 3. The second major finding for
Research Question 3 suggests that the availability of the parents creates challenges to
collaboration. Based on the data, the teacher participants mentioned that, at times, they
had little to no contact with some parents. The special education teachers acknowledged
that home life and other responsibilities stop parents from being available to collaborate
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with them. The teachers noted that parents often use work, schedules, or other children
for reasons not to be able to speak to or work with the teacher collaboratively. From the
analysis, some teachers had no contact at all with parents, which limited the way they
could connect with the parents. When the availability of parents becomes an issue, the
teacher must not give up but be persistent to make collaboration successful. This can be
done by using a communication notebook, writing letters, emails, or having home visits if
needed.
Third Major Finding for Research Question 3. The third major finding for
Research Question 3 suggests that parent training presents a challenge to collaboration.
All of the teacher participants identified ways in which a parents’ lack of knowledge and
consistency at home affected their relationship with the parents. The teacher participants
expressed having parents who were not educated concerning their child’s diagnosis.
Therefore, at times, the parents are not able to advocate or have meaningful conversations
with the teacher about their child. When truly understanding how an autistic child learns,
it is critical to be consistent at home and at school. Being consistent is one of the ways in
which a child can learn and grow. However, all the participants noted this as an area that
creates a challenge when the parents do not follow through with recommendations for
home life. The teacher participants all noted “carry over” or follow through as areas in
which parents do not necessarily continue at home. To mitigate this challenge, teachers
can provide the parents with resources, such as using outside agencies that help families
of students with autism, hosting information sessions at school to provide information
about autism and language use, or simply suggesting a parent buddy who is
knowledgeable on an autism diagnosis.
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Research Question 4
Research Question 4 focused on the lived experiences of parents relating to
factors that present challenges to collaboration with special education teachers. Two
major findings emerged from the data analysis.
First Major Finding for Research Question 4. The first major finding for
Research Question 4 suggests that the parents felt that the training of special education
teachers poses a barrier to collaboration. All of the parent participants felt that in their
experiences, special education teachers are not adequately trained to work with children
diagnosed with autism. While connected to training, the parents noted they felt the
teachers were not able to implement real strategies to help them specifically with an
autistic child’s needs. Based on the data, the dispositions of the special education teachers
created barriers to working with them. For example, the parent participants expressed
trying to work with teachers who were stuck in their ways and who they felt they saw
students as burdens when working with them. This relates to training of teachers because
teachers should be invested in their professional growth to understand how their own
thoughts and attitudes affect the relationships with parents. The dispositions of teachers
impact how a parent feels about building a relationship with them. This would indicate
the need to revamp pre-service teacher programs and professional development programs
to include collaboration strategies that work between special education teachers and
parents.
Second Major Finding for Research Question 4. The second major finding for
Research Question 4 suggests that parents feel inadequate communication is a barrier to
collaboration because they often felt left out or were not given timely feedback about
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their child. The participants expressed experiences with special education teachers who
gave insufficient feedback regarding their child. Angell et al. (2009) also expressed that
poor communication, particularly, infrequent communication, was found to cause
negative feelings in parents about teachers and/or schools (Angell et al., 2009). In
addition, the parents felt that when the special education teachers would communicate,
the language and dialogue made it hard for them to understand the teachers’ thoughts.
Research Question 5
Research Question 5 focused on the consistent similarities and significant
differences in the lived experiences of parents and special education teachers with
collaboration.
Similar Finding for Facilitating Collaboration. A major finding that emerged
for both participant groups for facilitating collaboration is communication. Both
participant groups felt that if they could support one another and have conversations or
connect often, it would promote a positive collaborative relationship. Based on the data,
parents agreed that when a teacher supports them by truly listening to their needs for the
child, it helps build a better relationship. The special education teachers in this study
noted that they gave out their personal information to parents so that they could reach
them at any time with questions or just to talk. This was significant for one parent
because the teacher was available not only during the child’s year in the teacher’s class,
but also the year after when the child was not in that teacher’s class.
The teachers also mentioned they appreciated a parent who communicated with
them often, to let them know of the challenges they face, so a plan could be created to
help at home. Consequently, both groups expressed the need for support from the other as
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a critical factor to working together. It was evident that positive interactions and
communication are important to parents, specifically mothers, to build trust with school
personnel (Stoner & Angell, 2014). In addition, both participant groups acknowledged
the importance of having a home–school connection to allow for information to be
exchanged and strategies to be used in one location and carried over to the other. If the
communication worked both ways, it fostered a positive collaborative relationship that
would ultimately benefit the child. This shows how Bronfenbrenner’s (2009) theory of
ecological development relates to the relationships that parents and teachers must have in
place. Children are directly influenced by the relationships that people have around them.
If teachers can create strong partnerships with parents, the child will gain from the effect
of the relationships.
Similar Finding for Challenges to Collaboration. A major theme that emerged
equally in both groups regarding challenges to collaboration was training. Both groups
equally discussed experiences that were not successful due to the lack of education and
training. The teacher participants felt that the parents had limited knowledge about their
child’s disability and could not understand the teachers’ experiences in the classroom. In
addition, the special education teachers mentioned that often parents were not aware of
the resources and help available to them when advocating for their child.
On the other hand, the parents felt that some teachers did not have adequate
training to work with students with autism. This reflects the special education teacher
preparation programs and how well college students are prepared to enter the profession
working with students with autism. The parents recalled experiences with teachers not
knowing how to manage their child or fully implementing the child’s IEP, which caused
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challenges to collaborations. This is in alignment with Johansson’s (2014) research with
parents feeling that schools were not equipped to deal with a child with autism, stating
lack of experiential learning and inappropriate teaching methods. Additionally, Azad et
al. (2016) suggested that teacher and parent training programs should include
collaborative approaches to problem-solving so that both groups can communicate all of
the child’s needs.
Special Education Participant Findings for Facilitating Collaboration. The
special education teachers expressly agreed that the dynamics of relationships and
participation in school events help to create collaboration with parents. The teacher
participants noted that showing a willingness to work together and cooperate encourages
parents to want to be engaged with the teachers and the school community. In addition,
participating in school-wide events and being invited into the classroom helps to facilitate
the collaborative relationship for parents with special education teachers. Based on the
data, the teachers appreciated seeing parents involved in the academics and
extracurricular activities that the students participated in at the school. Having parents
make the time to be available shows the teachers that they are invested in being a part of
their child’s educational journey. Fostering positive relationships with parents by
supporting, encouraging, and uplifting them allows for a collaborative relationship to
exist.
Parent Participant Findings for Facilitating Collaboration. The parents
expressed that the special education teachers who shared information relating to goals
and targets, provided updated IEP information, and addressed the parents’ concerns
helped with inclusion, which, in turn, facilitated collaboration. Parents want to feel
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included and part of the team that helps their child succeed academically. Being included
in annual meetings was of high importance to the parents so they would know who was
servicing their child and to understand the goals that would be implemented for the child.
Additionally, parent concerns were seen as critical as the parents felt that a teacher
listened to their needs, provided recommendations to help with their child, encouraged
them to participate, and welcomed them to collaborate.
Special Education Teacher Participant Findings for Challenges to
Collaboration. While both participant groups agreed that lack of training created a
challenge to collaboration, the teachers also believed that limitations of connections and
availability made it hard to collaborate with the home. Time was also seen as a barrier in
a study conducted by Hornby and Blackwell (2018). The participant responses of the
study indicated that when parents do not make themselves available to be contacted,
meet, or communicate with the teacher, it limits the exchange of information for
successful collaboration. One teacher noted an experience in which they had no contact
with a parent for the entire school year. If a parent does not allow for opportunities for a
teacher to contact with them, this creates a challenge to a positive collaborative
relationship. If a school has multiple ways to communicate with parents, this challenge
might possibly not exist. The teachers mentioned they had to constantly use different
modes of communication for collaboration to be successful.
Parent Participant Findings for Challenges to Collaboration. While both
participant groups agreed that training creates a challenge to collaboration, the parents
expressed language use and insufficient feedback as additional barriers.
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When communicating with teachers, the parents noted they were not familiar with
the language used at times. The participants felt that when communicating with teachers,
the teachers could make them feel uneducated or unknowledgeable because of the
unknown terminology used in the discussions. This posed a challenge as the parents felt
the need to have communication but they were feeling unprepared to have conversations.
This was especially important in formal meetings for the students. If a parent is not
educated on the language used, they may not pose the right questions to the IEP team
participants.
Also, the parents mentioned lack of feedback from teachers. If they were not
hearing from a teacher consistently, the parents saw this as a challenge to collaboration.
According to the data, the parents want to have positive and negative feedback
consistently throughout their child’s school year. The parents, at times, stated that they
did not receive as much feedback as they would have liked during the school year. This is
important because the lack of feedback could cause a parent to believe there were no
challenges, and that the child was doing well in school, but that might not be the case.
Limitations of Qualitative Research
Lack of Generalizability
The population interviewed was specific to special education teachers and parents
of children diagnosed with ASD in an elementary cohort setting. Therefore, this
particular population may not reflect other schools and districts in New York State or the
United States. Consequently, it is unknown if the findings of this study would be similar
to students diagnosed with ASD in other school environments than a cohort group. The
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same could be true of special education teachers who teach in settings other than a cohort
group.
Because of the small sample size, it is possible this study might not represent the
perceptions of a larger participant group. The sample population used in this study
consisted of 10 people. Given the small number of participants, it would be unrealistic to
suggest that the results could apply to other population members.
Bias
Because the researcher is an educator who teaches students with disabilities, there
is a possibility that researcher bias could have affected the results of this study. More
specifically, because the researcher is the mother of a child diagnosed with a disability,
there is a possibility that she may have unintentionally inserted her prejudices into the
study and the results. In addition, because the interviews analyzed perceptions, the
participants may have been limited in what they believe helped to facilitate or challenge
collaboration based on their own experiences.
Recommendations
This study adds to the body of knowledge of trying to understand the factors that
facilitate collaboration and what factors create challenges for collaboration between
special education teachers and parents of students diagnosed with ASD. The
recommendations for future research and recommendations for school districts follows.
Recommendations for Future Research
First, this study briefly discussed the relationship between the IEP process and
collaboration. Additional research could be conducted to see how the IEP process
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impacts experiences with collaboration between special education teachers and parents of
children with ASD.
Second, this study offered much insight into the training or education of teachers
when working with parents of students diagnosed with ASD. Research could be
conducted to determine if special education teacher pre-service programs provide
adequate training to first- or second-year teachers that would facilitate collaboration with
parents of students diagnosed with ASD.
Third, research could be conducted using a parent population that has significant
parent training relating to a child with ASD to note if training makes a difference in
collaboration with special education teachers.
Recommendations for School Districts
As public schools are becoming more responsible for educating students with
ASD, collaboration is important when partnering with families. The findings of this
research can be used to create professional development at the school-wide or district
level to provide adequate training for parent-teacher collaboration strategies with a focus
on dispositions and communication skills. This training should be specifically focused on
behaviors and attitudes, creating and sustaining relationships, and using communication
strategies to reach reluctant parents or families. The phrase “it's not what you say, but
how you say it,” is often heard, which appears true from the data of this study. Many
parents felt that the dispositions and language used by the teachers had an impact on the
collaborative relationship that made them uncomfortable or withdrawn from
participating.
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Consequently, special education teachers felt that the parents lacked the
knowledge to help their children with their needs. School districts can use this data to
help create parent-education opportunities that will help parents learn more about ASD,
teach parents how to advocate for their child, and provide special education terminology
with clear definitions and understanding to the parents. Parent training should consist of
ways to reinforce the strategies given by teachers to the parents as well as provide parents
with procedures for advocating for their child. Parent training should be ongoing,
relevant, and consistent with the needs of the parents. All of these points were elicited
from the data as what creates barriers to the collaborative relationship.
School districts also should provide opportunities for parents of children
diagnosed with ASD to be able to collaborate with other families. Suggestions include
“mix and mingles” or parent nights of sharing, which would allow parents to talk to other
parents and create a community of their own within the school. In addition, school
districts may want to create events specifically for children diagnosed with ASD, making
parents feel more welcomed to attend because the events would be catered to children
similar to theirs.
Conclusion
Research has shown that collaboration with the school is of great benefit to
parents,. It provides them with an opportunity to feel supported while raising their child
with ASD and staying informed about the best practices in the field (Lasky & Karge,
2011). As the number of children and youth identified with ASD increases, the need for
parent and professional collaboration is essential for students’ success (Schultz et al.,
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2016). Public schools and educators have a responsibility to help every child succeed
including children diagnosed with autism (Foster et al., 2012).
This study sought to explore the lived experiences of special education teachers
and parents of children diagnosed with ASD as they related to collaboration. In addition,
this study identified similarities and differences in the perceptions of the participant
groups. The data from this study was gathered from semi-structured interviews using five
special education teacher participants and five parents of students diagnosed with ASD in
the elementary setting. Given the nature of the questions posed, it was essential to
interview teachers and parents who had been in this setting for a specific period of time to
elicit responses based on experiences.
The results of this study were used to identify similarities and differences in
perceptions of experiences relating to collaboration between special education teachers
and parents of children diagnosed with ASD and to create recommendations for
improvements. Five research questions were posed in this study:
1. From the lived experiences of special education teachers, what are the factors
that facilitate collaboration between special education teachers and parents of
children diagnosed with ASD?
2. From the lived experiences of parents, what are the factors that facilitate
collaboration between special education teachers and parents of children
diagnosed with ASD?
3. From the lived experiences of special education teachers, what are the factors
that present challenges to collaboration between special education teachers
and parents of children diagnosed with ASD?
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4. From the lived experiences of parents, what are the factors that present
challenges to collaboration between special education teachers and parents of
children diagnosed with ASD?
5. What are the consistent similarities and significant differences in the lived
experiences of parents and special education teachers when it comes to the
collaborative relationships?
After data analysis, six major areas emerged from the perceptions of special education
teachers and parents of students diagnosed with ASD.
Communication
The first finding suggests a similarity in perceptions of both participant groups.
The special education teachers believed communication plays an important role in
facilitating collaboration with parents. Communicating with families and creating a
home–school connection was significant in that all teacher participants expressed this
idea. Similarly, the data suggested parents felt communication played an important role
when collaborating with special education teachers. Again, all of the participants
expressed the importance of the home–school connection.
While some had positive experiences, the parents acknowledged communication
as a barrier to collaboration. Most of the parent participants expressed experiences with
teachers who gave insufficient feedback regarding their child from the special education
teacher. Owing to the lack of information and little attention to detail, communication
was hard to maintain. This would imply that teachers should communicate more often
with parents to foster collaboration.
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Training
The second finding suggests another similarity between both participant groups.
The special education teachers saw parent training as a challenge, while the parents saw
teacher training as a challenge to collaboration. All of the teacher participants identified
ways in which parents’ lack of knowledge and consistency at home affected their
relationship with the parents. Based on the analysis, the parents also expressed that
teacher training of special education teachers poses a barrier to collaboration. All of the
parent participants felt that, in their experiences, special education teachers were not
adequately trained to work with children diagnosed with autism.
Engagement
The third finding suggests that special education teachers also believed that
engagement plays an important role in facilitating collaboration. All of the special
education teacher participants agreed that understanding the dynamics of a relationship
creates opportunities for growth in collaboration. For example, encouraging parents to
learn about their child’s disability will help parents engage with teachers.
Inclusion
The fourth finding suggests that parents feel inclusion helps to facilitate
collaboration with special education teachers. The parents agreed that they wanted to be
invited and to feel like a partner with the special education teachers when it came to their
child. This would help school districts in being able to find ways to include parents into
the school community and build partnerships that allow for parent input.
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Lack of Trust
The fifth finding implies that lack of trust in special education teachers creates a
challenge for collaboration with parents. Overwhelmingly, all of the special education
teachers agreed that parent dispositions relating to working with them created challenges
to collaboration. In addition, apprehension to work with teachers posed a barrier. Schools
must build trust with families by encouraging positive attitudes and becoming safe places
for parents to express their thoughts and opinions without repercussions.
Availability
The sixth finding suggests that the availability of parents creates challenges to
collaboration. The special education teachers acknowledged that home life and other
responsibilities stop parents from being available to collaborate with them. Limitations of
connections hinder teachers from being able to reach out to parents.
This study can assist school administrators and school districts in developing
professional development for special education teachers to understand what facilitates
collaboration with families of students diagnosed with ASD. In addition, the data can be
used by school administrators and school districts to gain a better idea of what factors
create challenges or facilitate collaboration between special education teachers and
parents of students diagnosed with ASD. Lastly, this study identified areas of future
research relating to collaboration for special education teachers and parents of students
diagnosed ASD, and it provides recommendations to school administrators and school
districts to foster positive collaborative relationships.
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Appendix A
Interview Protocol for Teachers
The guidelines below follow the interview design for this research study.
(Before the researcher begins the interview, the interviewees will be asked for the signed
copy of informed consent to proceed, if not already obtained.).
Introduction Statement:
Thank you for taking the time to interview with me today. As a reminder, I am
conducting a research study on the perceptions of collaboration between special
education teachers and parents of children diagnosed with autism spectrum disorder in
the elementary setting. Your responses are important to the study of this research. During
this interview, we will discuss your lived experiences with collaboration. Please be
candid. There are no right or wrong answers. If at any time you feel uncomfortable, you
have the right to end the interview.
Confidentiality Statement:
Anything that is discussed today will be held to the highest standards of confidentiality
and will be only used for my research purposes only. No identifying information such as
your name, school, or personal information will be used in this study. Today’s interview
will be recorded via Zoom as well as be recorded digitally on another device. I will also
take notes during the conversation. All digital recordings and written notes will be saved
on password-protected devices and will be discarded after 3 years. If you do not have any
questions at this moment, we can proceed with the interview.
Research Question 1: From the lived experiences of special education teachers, what are
the factors that facilitate collaboration between special education teachers and parents of
children diagnosed with autism spectrum disorder?
Research Question 2: From the lived experiences of parents, what are the factors that
facilitate collaboration between special education teachers and parents of children
diagnosed with autism spectrum disorder?
Research Question 3: From the lived experiences of special education teachers, what are
the factors that present challenges to collaboration between special education teachers
and parents of children diagnosed with autism spectrum disorder?
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Research Question 4: From the lived experiences of parents, what are the factors that
present challenges to collaboration between special education teachers and parents of
children diagnosed with autism spectrum disorder?
Research Question 5: What are the consistent similarities and significant differences in
the lived experiences of parents and special education teachers when it comes to the
collaborative relationships?
Interview Questions:
1. When you think of the phrase “collaborative relationships”, what does this make
you think of? (RQ5)
2. Can you explain ways in which parents are invited to participate in their child’s
education? (RQ1)
3. How do you feel parents view your role when collaborating with them (RQ5)
4. Describe your best experience collaborating with a parent. What, if anything, did
you learn about collaboration from that experience? (RQ1)
5. Describe your worst experience collaborating with a parent. What, if anything, did
you learn about collaboration from that experience? (RQ3)
6. Do you feel parents value your input when it comes to their child? (RQ1)
a. Describe a situation when you felt your input was undervalued.
b. Describe a situation when you felt your input was completely valued.
7. If you could come up with three things that you believe hinders a parent-teacher
relationship, what would they be? Please explain why you chose these reasons.
(RQ3, RQ5)
8. Tell me what you think would make collaboration better between parents and
teachers. (RQ3, RQ5)
- (If more than one suggestion) Which suggestion do you think is the most
important? Why?
Concluding Statement:
Thank you for responding to my questions today. Are there any additional statements that
you would like to make? (Wait for responses)
Thank you for your time today. If you have any further questions or concerns after we
end this meeting, please feel free to reach out to me. Thank you and have a wonderful
day/evening.
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Appendix B
Interview Protocol for Parents
The guidelines below follow the interview design for this research study.
(Before the researcher begins the interview, the interviewees will be asked for the signed
copy of consent to proceed).
Introduction Statement:
Thank you for taking the time to interview with me today. As a reminder, I am
conducting a research study on the perceptions of collaboration between special
education teachers and parents of children diagnosed with autism spectrum disorder in
the elementary setting. Your responses are important to the study of this research. During
this interview, we will discuss your lived experiences with collaboration. Please be
candid. There are no right or wrong answers. If at any time you feel uncomfortable, you
have the right to end the interview.
Confidentiality Statement:
Anything that is discussed today will be held to the highest standards of confidentiality
and will be only used for my research purposes only. No identifying information such as
your name, school, or personal information will be used in this study. Today’s interview
will be recorded via zoom as well as be recorded digitally on another device. I will also
take notes during the conversation. All digital recordings and written notes will be saved
on password-protected devices and will be discarded after 3 years. If you do not have any
questions at this moment, we can proceed with the interview.
Research Question 1: From the lived experiences of special education teachers, what are
the factors that facilitate collaboration between special education teachers and parents of
children diagnosed with autism spectrum disorder?
Research Question 2: From the lived experiences of parents, what are the factors that
facilitate collaboration between special education teachers and parents of children
diagnosed with autism spectrum disorder?
Research Question 3: From the lived experiences of special education teachers, what are
the factors that present challenges with collaboration between special education teachers
and parents of children diagnosed with autism spectrum disorder?
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Research Question 4: From the lived experiences of parents, what are the factors that
present challenges with collaboration between special education teachers and parents of
children diagnosed with autism spectrum disorder?
Research Question 5: What are the consistent similarities and significant differences in
the lived experiences of parents and special education teachers when it comes to the
collaborative relationships?
Interview:
1. When you think of the phrase “collaborative relationships”, what does this
make you think of? (RQ5)
2. Since your child has been identified as a special education student, how many
IEP meetings/school meetings have you been apart of? Can you briefly
explain those meetings? (RQ2)
3. How do you feel teachers view your role when collaborating with them (RQ5)
4. Describe your best experience collaborating with a teacher. What, if anything,
did you learn about collaboration from that experience? (RQ2)
5. Describe your worst experience collaborating with a teacher. What, if
anything, did you learn about collaboration from that experience? (RQ4)
6. Do you feel teachers value your input when it comes to their child? (RQ2)
a. Describe a situation when you felt your input was undervalued.
b. Describe a situation when you felt your input was completely valued.
7. If you could come up with three things that you believe hinders a parentteacher relationship, what would they be? Please explain why you chose these
reasons. (RQ4, RQ5)
8. Tell me what you think would make collaboration better between parents and
teachers. (RQ4, RQ5)
- (If more than one suggestion) Which suggestion do you think is the most
important? Why?
Concluding Statement:
Thank you for responding to my questions today. Are there any additional statements that
you would like to make? (Wait for responses)
Thank you for your time today. If you have any further questions or concerns after we
end this meeting, please feel free to reach out to me. Thank you and have a wonderful
day/evening.
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Appendix C
Alignment of Research Questions and Interview Questions
Research Questions
1. From the lived experiences of special education
teachers, what are the factors that facilitate
collaboration between special education teachers
and parents of children diagnosed with autism
spectrum disorder?

2. From the lived experiences of parents, what are
the factors that facilitate collaboration between
special education teachers and parents of children
diagnosed with autism spectrum disorder?

3. From the lived experiences of special education
teachers, what are the factors that present
challenges with collaboration between special
education teachers and parents of children
diagnosed with autism spectrum disorder?

4. From the lived experiences of parents, what are
the factors that present challenges with
collaboration between special education teachers
and parents of children diagnosed with autism
spectrum disorder?

Interview Questions
Describe your best experience collaborating with a
parent. What, if anything, did you learn about
collaboration from that experience?
Can you explain ways in which parents are invited
to participate in their child’s education?
Do you feel teachers value your input when it
comes to your child? Please explain.
Since your child has been identified as a special
education student, how many IEP meetings/school
meetings have you been a part of? Can you briefly
explain those meetings?
Describe your best experience collaborating with a
teacher. What, if anything, did you learn about
collaborations from that experience?
Do you feel teachers value your input when it
comes to their child?
Describe your worst experience collaborating with
a parent. What, if anything, did you learn about
collaboration from that experience?
Tell me about what you think would make
collaboration better between parents and teachers.
If you could come up with three things that you
believe hinders a parent-teacher relationship, what
would they be? Please explain why these are
reasons your chose.
Describe your worst experience collaborating with
a teacher. Why do you consider this the worse
experience?
Tell me about what you think would make
collaboration better between parents and teachers.
If you could come up with three things that you
believe hinders a parent-teacher relationship, what
would they be? Please explain why these are
reasons your chose.
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How do you feel teachers view your role when
collaborating with them?
How do you feel parents view your role when
collaborating with them?
5. What are the consistent similarities and
significant differences in the lived experiences of
parents and special education teachers when it
comes to the collaborative relationships?

When you think of the phrase “collaborative
relationships”, what does this make you think of?
Tell me about what you think would make
collaboration better between parents and teachers.
If you could come up with three things that you
believe hinders a parent-teacher relationship, what
would they be? Please explain why these are
reasons your chose.
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Appendix D
Teacher Letter
Dear teachers,
My name is Melissa White and I am a doctoral student in the Executive Leadership
program at St. John Fisher College. I am conducting research on the perceptions of
collaboration between special education teachers and parents of children diagnosed with
autism spectrum disorder (ASD) in the elementary setting. This study has been approved
by the St. John Fisher Institutional Review Board. I am inviting you to participate
because of your position of a special education teacher with specific qualifications
needed for this study.
This voluntary research will be conducted in the form of a 60-90-minute interview, via
Zoom at a time that is convenient to you. Please be assured the district and school
information will be kept in strict confidentiality and will never be associated with this
study or within the dissertation. Participation is voluntary, and anyone can withdraw from
the study at any time without any penalty. If you have any questions or would like to
participate in the research, please read over the attached letter of consent, which outlines
and provides context of the research. Sign and return the letter of consent and attached to
this e-mail and return it to me at ________@sjfc.edu.
If you have any questions, please feel free to reach out to me. I thank you very much for
your consideration and contribution to this important educational research.
Sincerely,
Melissa M. White
(___) ___-____
________@sjfc.edu
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Appendix E
Follow Up Letter
Dear Participant,
My name is Melissa White, and I am a doctoral candidate in the Executive Leadership
(Ed.D.) program in the School of Education at St. John Fisher College. Thank you for
your interest in this study about perceptions of collaboration between special education
teachers and parents of children diagnosed with autism spectrum disorder. This study has
been approved by the St. John Fisher Institutional Review Board. Because of the
responses listed on the parent participation survey, I would like to interview you for this
study.
Interviews for this study will last between 60 and 90 minutes and will be audio recorded.
I will work around your schedule to find a time convenient for you. All interviews will be
held after school hours. The interviews will be conducted via Zoom to maximize safety
due to the coronavirus pandemic.
Names will be replaced with pseudonyms and identifying information will be removed
from interview transcripts. Participation is voluntary, and one may withdraw from the
process or interview at any time.
Thank you again for your willingness to participate in this research. Your perceptions and
unique experiences may contribute to the body of knowledge about the collaboration
between teachers and parents. Please let me know specific dates and times that work for
you and we will schedule the interview. I look forward to meeting with you soon.
Thank You,
Melissa M. White
________@sjfc.edu
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Appendix F
Informed Consent for Adult Participants

St. John Fisher College Institutional Review Board

Statement of Informed Consent for Adult Participants
Perceptions of Collaboration Between Special Education Teachers and Parents of Children
Diagnosed with Autism Spectrum Disorder in the Elementary Setting
SUMMARY OF KEY INFORMATION:
•

•

•
•
•
•
•

You are being asked to be in a research study of perceptions of collaboration
between special education teachers and parents of children diagnosed with autism
spectrum disorder in the elementary setting. As with all research studies,
participation is voluntary.
The purpose of this study is to develop an understanding of special education
teachers and parents lived experiences of collaboration. Specifically, this study will
determine in what ways teachers and parents perceive collaboration when working
with children diagnosed with autism spectrum disorder.
Approximately 10 people will take part in this study. The results will be used for a
doctoral dissertation in the St. John Fisher College Ed.D. program in Executive
Leadership.
If you agree to take part in this study, you will be involved in this study for one
individual interview lasting between 60 and 90 minutes.
If you choose to participate, you will be contacted by email to schedule an
interview at a time and date that is convenient for you. You will engage in a oneon-one interview via a high-quality video conferencing platform such as Zoom.
It is believed this study has no more than minimal risk. Minimal risks or
inconveniences include sitting between 60 and 90 minutes to participate in an
interview.
You may not directly benefit from this research; however, your participation in
this study may help implement professional development for school district staff
in collaboration with families of children diagnosed with autism spectrum
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disorder. This research could also be used to develop a school or district level
parent engagement or relationship building program between teachers and parents.
DETAILED STUDY INFORMATION (some information may be repeated from
the summary above):
You are being asked to be in a research study of perceptions of collaboration between
special education teachers and parents of children diagnosed with autism spectrum disorder
in the elementary setting. This study is being conducted at a mutually agreed upon date and
time for each participant using a high-quality video conferencing platform such as Zoom.
This study is being conducted by Melissa M. White, supervised by Dr. W. Jeff Wallis and
committee member Dr. William Rolon in the Executive Leadership Doctoral Program at St.
John Fisher College.
You were selected as a possible participant because you are a special teacher with New York
State special education certification and have been teaching for more than 2 years within the
cohort group in a specific school district. As a parent, you have been selected if your child
has a medical diagnosis of autism spectrum disorder and has been in the cohort group for 2
years or more within a specific school district.
Please read this consent form and ask any questions you have before agreeing to be in the
study.
PROCEDURES:
If you agree to be in this study, you will be asked to do the following:
1) Schedule a one-on-one virtual interview with the researcher at a date and time that is
convenient to you using Zoom. This interview will take approximately 60 – 90
minutes. Interviews will take place between March 2020 and May 2020.
2) Be prepared to answer questions about your lived experiences with collaboration.
3) The researcher may follow up with you if there is a need for clarification of your
responses.
4) Audio recording will be used, and you will have the choice to agree to the recording
at the end of this form. Recording and transcription is required for participation in
this study.
COMPENSATION/INCENTIVES:
You will not receive compensation/incentive.
CONFIDENTIALITY:
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The records of this study will be kept private and your confidentiality will be
protected. In any sort of report the researcher might publish, no identifying
information will be included. Neither names nor any other identifying information
will be presented in the written analysis of the interviews. Pseudonyms will be used
during interviews.
Identifiable research records will be stored securely and only the researcher(s) will
have access to the records. All data will be kept in a locked filing cabinet in the
researcher’s home or on a password-protected laptop. All study records with
identifiable information, including approved IRB documents, tapes, transcripts, and
consent forms, will be destroyed by shredding and/or deleting after three years.
Audio recordings will be accessed by the researcher and a transcription service.
Recordings will be erased after three years.
VOLUNTARY NATURE OF THE STUDY:
Participation in this study is voluntary and requires your informed consent. Your decision
whether to participate will not affect your current or future relations with St. John Fisher
College. If you decide to participate, you are free to skip any question that is asked. You may
also withdraw from this study at any time without penalty.
CONTACTS, REFERRALS AND QUESTIONS:
The researchers(s) conducting this study: Melissa M. White. If you have questions, you are
encouraged to contact the researcher(s) at (___) ___-____ or ________@sjfc.edu.
Advisors: Dr. W. Jeff Wallis, _______@sjfc.edu and Dr. William Rolon,
________________@gmail.com
The Institutional Review Board of St. John Fisher College has reviewed this project. For any
concerns regarding this study/or if you feel that your rights as a participant (or the rights of
another participant) have been violated or caused you undue distress (physical or emotional
distress), please contact the SJFC IRB administrator by phone during normal business hours
at (585) 385-8012 or irb@sjfc.edu.
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STATEMENT OF CONSENT:
I am 18 years of age or older. I have read and understood the above information. I consent
to voluntarily participate in the study.
Signature:________________________________________ Date: __________________
Signature of Investigator:____________________________ Date: __________________
Retain this section only if applicable:
I agree to be audio recorded/transcribed
____ Yes
____No
If no, I
understand that the researcher will [explain alternative to audio recording, if any. If no
alternative, state this clearly].
I agree to be videorecorded/transcribed
____Yes
____No
If I do not
wish to be videotaped, I will inform the researcher, who will instead [explain alternative to
videorecording, if any. If no alternative, state this clearly].
Signature:________________________________________ Date: __________________
Signature of Investigator:____________________________ Date: __________________

Click or tap here to enter text.

Please keep a copy of this informed consent for your records.
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Appendix G
Parent Letter
Dear parents,
My name is Melissa White and I am a doctoral student in the Executive Leadership
program at St. John Fisher College. I am conducting research on perceptions of
collaboration between special education teachers and parents of children diagnosed with
autism spectrum disorder (ASD) in the elementary setting. This study has been approved
by the St. John Fisher Institutional Review Board. I am inviting you to participate
because you are the parent or guardian of a child in the special education cohort group
within a suburban school district.
To meet the qualifications of this study, I have attached a short participation survey for
you to fill out and return to me. If you meet the requirements, I will send a follow-up
letter of consent requesting participation. Should you qualify, this voluntary research will
be conducted in the form of a 60-90-minute interview, via Zoom at a time that is
convenient to you. Please be assured the district and school information will be kept in
strict confidentiality and will never be associated with this study or within the
dissertation. Participation is voluntary, and anyone can withdraw from the study at any
time.
If you have any questions or would like to participate in the research, please complete the
short parent participation screening document attached to this e-mail and return it to me
at ________@sjfc.edu. I thank you very much for your consideration and contribution to
this important educational research regarding collaboration perceptions and students with
autism spectrum disorder.
Sincerely,
Melissa M. White
________@sjfc.edu
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Appendix H
Serial Referral Sampling Email
Email Subject: Research Study Participation
Date: May 26, 2021
My name is Melissa White and I am a doctoral student in the Executive Leadership
program at St. John Fisher College. I am conducting research on perceptions of
collaboration between special education teachers and parents of children diagnosed with
autism spectrum disorder (ASD) in the elementary setting. This study has been approved
by the St. John Fisher Institutional Review Board. This study will focus the collaborative
practices between special education teachers and parents.
You are eligible for this study if you:

1) Have a child enrolled in the cohort classes for 2 school years or more.
2) Have a child medically diagnosed with autism spectrum disorder.

Should you qualify, this voluntary research will be conducted in the form of a 60-90minute interview, via Zoom at a time that is convenient to you. Please be assured the
district and school information will be kept in strict confidentiality and will never be
associated with this study or within the dissertation. Participation is voluntary, and
anyone can withdraw from the study at any time.
If you have any questions or meet the qualifications and would like to participate in the
research, please email me at ________@sjfc.edu. I thank you very much for your
consideration and contribution to this important educational research regarding
collaboration perceptions and students with autism spectrum disorder.
Sincerely,
Melissa M. White
________@sjfc.edu
(___) ___-____
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